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ABSTRACT 
The growth of the international student population in higher education continues 
to rise. Because of this, traditionally L1 English courses have a growth of second 
language (L2) writers. This thesis explores the ways in which L2 writers at Iowa State 
University believe that English 101C (an English as a Second Language course) and 
English 150 (a first-year composition course) are helping them become better writers. 
Findings indicate that: students were unsure of the reasons they were placed into English 
101C; there is a need for explicit and clear examples in English 101C; students believe 
the two programs should help students better transition from ESL to FYC courses; and 
these courses overall provide a foundation for introducing students to of academic 
writing. Implications from the study suggest a need for the ESL and the first-year 
composition programs to collaborate and for the ESL program to conduct longitudinal 
studies that track L2 writers’ achievements.  
 1
CHAPTER 1. INTRODUCTION 
Since the mid-twentieth century, the U.S higher education system has seen a 
considerable change in the student body demographics with a rise in the international student 
population in both undergraduate and graduate programs (Case, 2004; Ferris, 2009; Kroll, 
2003; Silva, 1997). The Institute of International Education (IIE) reports that during the 
2012-2013 academic year, nearly 820,000 international students studied at American 
universities, a 7% rise from the previous academic year and 234,000 more students than 10 
years ago. Overall, international students represent 4% of students in higher education in the 
United States (IIE, 2013). 
 This demographic change in higher education is not a new phenomenon; in 1862 the 
enactment of The Land Grant Act opened up higher education to more individuals from 
different socioeconomic, religious, and ethnic backgrounds (Lundsford, 1991; Matsuda, 
2012; Matsuda et al., 2006), helping society slowly move toward the increased availability of 
universal education for the American populace. These changing demographics continued in 
the 20th century, particularly after World War II, as the United States replaced Germany as 
the desired country for pursuing a degree in higher education (Ritter and Matsuda, 2012). 
Because of this continued diversification in higher education and the growth of the 
international student population, university educators and administrators must consider 
linguistic diversity in the classroom. Once the norm in the classroom, linguistic homogeneity, 
the assumption that courses in higher education will consist primarily of native speakers of 
Standard English, can no longer be assumed the standard for a typical U.S. higher education 
classroom; additionally, this is an appropriate reflection of contemporary U.S. society 
(Matsuda, 2006).  
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While this linguistic diversity has an impact in all academic majors and departments, 
composition courses that have traditionally served native English speakers are changing. 
Along with the larger university, composition programs must begin to “reimagine the 
composition classroom as the multilingual space that it is, where the presence of language 
differences is the default” (Matsuda, 2006, p. 649). Because of this increase in non-native 
speakers (NNS) of English who have unique difficulties with the English language, U.S. 
institutions need to carefully consider how writing courses are preparing this population of 
students to be successful in their studies, both in English courses and discipline-specific 
courses. Overall, universities and individual departments need to “develop institutional 
practices that are responsive to the unique needs of ESL writers” (Matsuda, 1998, p. 100). 
Within the university, ESL (English as a second language) and first-year composition 
(FYC) programs prepare students for successful communication in the university by helping 
them develop their writing. These courses are often the first introduction that an international 
student has to English academic literacy, “the ability to read and write the various texts 
assigned in the university” (Spack, 1997, p. 4). Students’ need for academic literacy for their 
success is clear; therefore, it is crucial that instructors and writing programs are adequately 
prepared to work with this diverse population of second language (L2) writers and that the 
curriculum in FYC courses provides a logical continuation from the ESL writing courses that 
many L2 writers are required to take.  
It is frequently assumed that the writing in ESL and FYC courses will sufficiently 
prepare L2 writers for future writing assignments and provide a basis for how one 
communicates effectively in the academic community. Considering this assumption, 
instructors, writing programs, and university administrators need to know how ESL and FYC 
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writing courses have helped students successfully develop their written communication skills 
(Leki and Carson, 1994). To achieve this understanding, ESL and FYC programs must work 
together to understand how students improve their writing as they progress through the 
writing programs. Specifically, it is important to know what the writing tasks are, how the 
objectives build on one another between the classes, and overall how these assignments help 
students become better writers.  
Despite this apparent need for ESL and composition studies professionals to 
collaborate (Costino and Hyon, 2011; Ferris, 2009) and provide meaningful content and 
courses for L2 writers, there has been a historic division between L1 and L2 writing 
pedagogy and research. Matsuda (1999) coined the term “disciplinary division of labor” (p. 
700) to explain this separation of second language writing and composition studies. Applied 
linguistics has focused on L2 writing research while composition studies has focused on L1 
writing. Because of this division, many composition programs in U.S. colleges and 
universities are ill-equipped to deal with the second language writers who take first-year 
composition as a requirement for graduation (Matsuda, 2006).  
In addition to this historic division between L1 and L2 writing specialists, Silva, Leki, 
and Carson (1997) argue that there has been a “pattern of neglect” (p. 400) regarding L2 
writing research in composition studies. As linguistic diversity continues to become more 
prominent in U.S. higher education, it is the responsibility of both ESL and FYC programs to 
appropriately address the needs of all students. FYC programs, administrators, and 
instructors can no longer assume that the majority of their students will be from a 
homogeneous, L1 English background. Writing programs need to understand how English 
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language learners are becoming better writers and are being prepared to write in their second 
language in different academic discourse communities.  
Central to this understanding is the international student perspective regarding the 
English courses that they have taken at the university and the aspects of the courses that 
students have found helpful (Leki and Carson, 1994); however, this student voice is missing 
from the discussion. The student voice is an important component of understanding how ESL 
and FYC courses are helping students, as without it, educators and administrators can only 
speculate about how students feel the courses in the English department have helped them 
develop their writing. Because of this gap in our knowledge (specifically at Iowa State 
University), this thesis attempts to gather student perspectives of how two courses (English 
101C and English 150) in the English department have helped international students to 
become better writers. 
Research questions 
To create an understanding of how the writing courses that L2 writers take are 
helping them to develop their academic writing and becoming better writers, the research 
presented in this thesis will explore two courses at Iowa State University: an ESL course 
(English 101C) and the first semester of first-year composition (English 150). In examining 
these two courses, the goal is to gather student perspectives regarding the ways that these 
courses, the objectives, and the specific assignments in each course have helped students to 
become better writers. Ultimately, this study intends to inform the ESL and FYC programs 
on how students believe the curriculum and the transition between the two courses are 
helping them improve their writing. An additional goal is to provide a set of student-
generated recommendations for ways in which the ESL and FYC programs can improve and 
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provide a beneficial and meaningful experience for second language writers. In order to 
address these two points, the following research questions guide the study: 
1. What types of writing assignments are students required to complete in English 101C 
and English 150? 
a. What are the specific writing tasks? 
b. What are the written communication skills being developed?  
2. What role do English 101C and English 150 play in the development of ESL learners’ 
writing? 
To answer these research questions, syllabi, assignment sheets, and course objectives 
were collected from both English 101C and English 150 program administrators. After the 
courses were reviewed and the course objectives and major assignments had been identified, 
in-depth interviews were conducted to gather student perspectives. The following chapter of 
this thesis will review the relevant literature to provide a background for this study. It will 
then discuss the specific context at Iowa State University and outline the programmatic 
rationale for English 101C and English 150. 
  
 6
CHAPTER 2. LITERATURE REVIEW 
To understand the role that English 101C and English 150 play in helping second 
language learners become better writers, it is important to first review relevant research in the 
fields of second language writing and composition studies and to then discuss the intersection 
and relationship between them. This chapter will begin by discussing second language 
writing and the role of ESL courses in the university. It will then shift from L2 to L1 
composition by reviewing research from composition studies and first-year composition. The 
third section will review research on L2 writers in traditionally L1 composition courses. This 
chapter will then conclude with an explanation of the context at Iowa State University by 
introducing English 101C and English 150. 
Second language writing 
Second language writing (also referred to as L2 writing) is writing that an individual 
does in any language other than their first language or mother tongue (Ferris, 2009; Silva and 
Leki, 2004). This term, however, does not demonstrate the heterogeneous nature of second 
language writers. Second language writers at U.S. institutions are from many different 
groups, including foreign students with visas, resident immigrants, and students who are 
first-generation Americans. Additionally, these students have a variety of proficiency 
abilities and linguistic backgrounds, and demonstrate different needs in the language and 
composition classroom. For the purpose of this thesis, L2 writer will refer exclusively to 
students who are non-native speakers of English writing in English at North American 
universities. Additionally, the terms L2 writer and international student will be used 
synonymously. 
 7
The field of second language writing is relatively young (Matsuda and Silva, 2005) 
and has risen in prominence in the past two decades (Matsuda, 2003). Originally developed 
from the field of composition studies, second language writing “sits at the junction of the 
discipline of composition and rhetoric […] and the discipline of language learning” (Kroll, 
2003, p. 1). Since second language writing is often situated between the two separate fields 
of composition studies and applied linguistics, the division between the two unfortunately 
misses the many commonalities between these fields of study and the central focus on the 
development of written communication skills (Silva and Leki, 2004).  
ESL and composition professionals parted ways in the mid-1960s when ESL 
professionals moved from participating in the Conference on College Composition and 
Communication (CCCC) to the creation of their own conference, Teachers of English to 
Speakers of Other Languages (TESOL) (Matsuda, 1999). With the rise of L2 writers in 
higher education and composition courses, the field of second language writing developed 
because many composition instructors did not know how to deal with the new demands 
placed on the courses with the presence of the L2 writers (Matsuda, 2003). In the 1950s, 
international students at the university were often relegated to remedial English courses even 
though international students’ needs are different than the needs of basic writers and 
immigrant students (Matsuda, 1999). As the presence of L2 writers in higher education 
continued to grow in the 20th century, the field of second language writing also expanded 
with two journals (The Journal of Second Language Writing and The Journal of EFL Writing 
Teaching and Research), which focus exclusively on research related to L2 writing, 
increased conference presentations, and other publications. In recent years, journals once 
dedicated to L1 (e.g., College Composition and Communication, The Modern Language 
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Journal, and Written Communication) writing have included research on L2 writers in the 
university. 
Our understanding of second language writing is growing, but is it is complicated by 
the fact that L2 writers constitute a diverse group of individuals with many different language 
backgrounds and unique language development needs (Leki, 1992; Silva, 1997). While FYC 
courses also have a diverse student population, L2 writing courses at American universities 
can have students from a variety of nationalities who speak different first languages, have 
varying cultural perspectives, and have completely different understandings of composition, 
rhetorical traditions, and what it means to write and be a writer (Silva, Leki, and Carson, 
1997). To further compound this, research documenting the differences between L1 and L2 
writing has shown that there is a clear distinction between the writing produced in academic 
contexts from L1 English speakers and L2 English speakers. Specifically, research has shown 
that L2 writers: do less planning; have less fluid writing; are required to return back to the 
outlines they had created more frequently; review their writing less; have more errors in their 
essays; and frequently receive lower scores than L1 writers (Silva, 1993). Overall, L2 writing 
is typically considered to be less effective for L1 readers and is simpler as compared to the 
writing done by students’ L1 counterparts.  
Because of the growing international student population, it is the responsibility of 
higher education institutions to consider how to ethically and responsibly incorporate these 
students into the university and how to give them needed support. Silva (1997) has argued 
that, “recognizing these differences and understanding their nature and implications for 
writing instruction is […] the basis for the ethical treatment of ESL writers” (Silva, 1997, p. 
360). While I do agree that recognizing and understanding the differences between L1 and 
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L2 writing is an important place to begin, universities have the responsibility to take this one 
step further and actively prepare faculty and programs to support these students. In my 
opinion, cooperation between ESL and FYC program should be the first step forward. In any 
case, the support of L2 writers begins with meaningful ESL courses that provide adequate 
instruction and properly prepare students for the literacy demands in academia. 
ESL courses at the university 
 
Before many second language writers are able to take first-year composition courses 
at universities, they are often required to take English language courses to develop their 
English language proficiency. ESL courses at American universities began first as English 
language institutes in the mid-20th century and were originally taught by non-tenured faculty 
and graduate students within literature programs. However, in the 1960s, applied linguists in 
university settings called for teachers trained to work with this particular population of 
students to teach the courses (Matsuda, 1999). In the early 20th century, the University of 
Michigan offered the first English language courses for non-native speakers; the Teachers 
College of Columbia University, Harvard, George Washington University, and Cornell soon 
followed (Matsuda, 2006). Today, universities across the U.S. offer intensive English courses 
for both non-matriculated and matriculated students who demonstrate a need for additional 
language development, often as measured by placement tests prior to the start of the 
semester. Frequently, these ESL courses are not offered for credit or the credit received from 
an ESL course does not count toward the student’s progress in a particular degree.  
The intention of ESL courses is to help students “become successful, confident, 
efficient, effective academic writers” (Reid, 2001, p. 144) with the ultimate goal of preparing 
students to be able to handle the writing that they will do in their future courses at the 
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university (Leki and Carson, 1994; Zhu, 2006). Although these ESL courses are intended to 
prepare students for the academic English that they will need, one or two semesters of 
English language instruction will not resolve all the challenges that many second language 
writers face (Matsuda, 1999). Therefore, it is not feasible to assume that L2 writers who 
move from ESL to first-year composition courses “should have put their second language 
problems behind them and be ready to take on the challenges of the composition classroom 
without further support” (Williams, 1995, p. 175).  
With the unique difficulties that second language writers face, it would seem obvious 
that ESL programs and FYC programs at universities would work together to help L2 writers 
transition from one writing course to the next; however, research has shown that there is 
minimal to no communication and collaboration between these two programs (Williams, 
1995). While the research is nearly 20 years old, this is still the case at many schools, 
including Iowa State University.  
The following section will briefly focus on composition studies, a field that has 
historically centered its research on L1 writing. It will then discuss first-year composition and 
L2 writers in FYC.  
Composition studies 
The field of composition studies is a part of the field of rhetoric and composition. 
“Defined in terms of practice rather than theory” (Schuster, 1991, p. 33), composition studies 
is the study of teaching of writing (Gage, 1991; Ritter and Matsuda, 2012; Silva and Leki, 
2004) and focuses on the activity of writing (Lindemann and Tate, 1991).  Composition 
studies often traces its roots to Harvard at the beginning of the 1800s, where the model 
focused on the study of the most important literary texts. However in more recent years, the 
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purpose of composition courses has transitioned from the study of literary works into a field 
of inquiry that helps individuals understand the use and purpose of writing (Horner and 
Timbur, 2002; Smit, 2004).  
Composition studies started as its own field in the 19th and 20th centuries when 
traditionally marginalized and excluded groups became part of higher education. With the 
right to vote extended to women, the continual rise of immigrants, and the end of WWII and 
the GI Bill that brought veterans into higher education (Connors, 1991), composition studies 
“offered instruction in the linguistic ways of the academy” (Lundsford, 1991, p. 8). Often, 
these courses were considered remedial with the ultimate goal being “to inculcate in students 
the principles of composing – specifically, to create in students the proper markers of taste 
and, arguably, class, as exhibited in written compositions, usually based on the analysis of 
literary works” (Ritter and Matsuda, 2012, p. 2). 
Since this time, paradigmatic shifts have taken place in composition studies, 
specifically in the conception of how writing should be taught. In the 1960s composition 
studies saw a reappearance of classical rhetoric while in the 1970s the field transitioned 
toward scholarship on the cognitive processes of writing. During the 1980s, the focus shifted 
to an inquiry of writing as a sociocultural process in addition to being a cognitive process and 
the importance of the interdisciplinary aspects of writing. In the 1990s, the focus transitioned 
to social constructivist perspectives and postmodernism (Smit, 2004).  
Three very distinct approaches – the product approach, the process approach, and 
writing as a system (Lindemann, 1995) – have dominated the teaching of writing in first-year 
composition and in our understanding of what writing is. The product approach emphasizes 
the written final product that is produced for the class. The focus on this approach is on the 
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final draft that students submit and it does not consider the steps that students take to 
complete the writing. In contrast, the process approach sees writing as a procedure that takes 
time, with multiple steps and drafts; in this approach, the focus shifts from the final 
production toward an understanding of how individuals write (Smit, 2004). The third 
perspective views writing as highly contextual and socially situated. In arguing for writing as 
a system, Cooper (1986) proposes a model – termed an “ecological model” by Lindemann 
(1995) – in which “writers are continually engaged with a variety of socially constructed 
systems” (p. 367). Regardless of the view taken, the development of the field of composition 
studies has led toward an understanding that writing is a highly contextualized activity 
(Crowley, 1998) and a “meaning-focused event” (Bazerman, 2011, p. 8). Individuals write 
for different purposes, but these purposes are situated within contextualized activities. 
In the past 30 years, research has focused on the interdisciplinary nature of the field 
(Prior, 1998), exploring how individuals write and learn to write, and how the teaching of 
writing can be improved (Bazerman, 2008; Downs and Wardle, 2007). These questions 
continue to define the field and the research that is conducted. Experts argue that writing is 
much more complicated than a set of basic, universal skills that can be easily transmitted 
from teacher to student in a semester or year. Instead, writing is a way for students to grow as 
individuals. Regardless of the theoretical and practical approach taken in the classroom, 
composition studies is about teaching students to learn how to write and to learn about 
writing (Downs and Wardle, 2012).  
While the product, process, and system approaches toward writing are important, a 
more pragmatic view of writing sees the teaching of written English as a necessity for 
professional advancement and participation in civic life (Horner and Timbur, 2002; Matsuda, 
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2012). Careers in all fields require students have strong written communication skills. To 
prepare these students both for their academic studies and their future, universities require 
that students have training in written English. This has led to first-year composition courses 
being a required component of the undergraduate degree. The following section will discuss 
first-year composition and specifically two different frameworks that guide the development 
of these courses.  
First-year composition 
 
Research from composition studies has greatly informed and influenced the teaching 
done in first-year composition courses at the university. FYC courses are not necessarily 
taken within the first year of a student’s studies at the university; however these courses are a 
requirement that needs to be fulfilled by the time a student graduates. This set of courses was 
originally “supposed to “fix” students’ supposed lack of literacy mastery once and for all, so 
that teachers of more advanced courses do not have to bother with such things” (Crowley, 
1998, p. 8). Fortunately, conceptions of the FYC courses students take have moved beyond 
this limited perspective. Instead of being a remedial course, “Freshman English […] 
provide[s] opportunities to master the genres, styles, audiences, and purposes of college 
writing [and] offers guided practice in reading and writing the discourses of the academy and 
the professionals” (Lindemann, 1993, p. 312). In this sense, first-year composition provides a 
way for students to develop their written communication skills with the goal of becoming 
successful communicators.  
The Writing Program Administrators (WPA) Outcomes Statement for First-Year 
Composition (see Harrington et al., 2001) outlines the competencies that students should 
have developed and the skills that students should be able to demonstrate after completing a 
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FYC program. These competencies include development of 1) rhetorical knowledge; 2) 
critical thinking, reading, and writing; 3) processes; and 4) knowledge of conventions. Figure 
1 below is taken from Harrington et al. (2001) and explains these competencies and the 
specific objectives for first-year composition as adopted by the Council of Writing Program 
Administrators in 2000. 
 By the end of first-year composition, students should: 
 
Rhetorical 
Knowledge 
• Focus on a purpose 
• Respond to the needs of different audiences 
• Respond appropriately to different kinds of rhetorical situations 
• Use conventions of format and structure appropriate to the rhetorical 
situation 
• Adopt appropriate voice, tone, and level of formality 
• Understand how genres shape reading and writing 
• Write in several genres 
 
Critical 
Thinking, 
Reading, 
and Writing 
 
• Use writing and reading for inquiry, learning, thinking, & 
communicating 
• Understand a writing assignment as a series of tasks, including 
finding, evaluating, analyzing, and synthesizing appropriate primary 
and secondary sources 
• Integrate their own ideas with those of others 
• Understand the relationships among language, knowledge, and power 
 
Processes 
 
• Be aware that it usually takes multiple drafts to create and complete a 
successful text 
• Develop flexible strategies for generating, revising, editing, and proof-
reading 
• Understand writing as an open process that permits writers to use later 
invention and re-thinking to revise their work 
• Understand the collaborative and social aspects of writing processes 
• Learn to critique their own and others’ works 
• Learn to balance the advantages of relying on others with the 
responsibilities of doing their part 
• Use a variety of technologies to address a range of audiences 
 
Knowledge 
of 
Conventions 
 
• Learn common formats for different kinds of texts 
• Develop knowledge of genre conventions ranging from structure and 
paragraphing to tone and mechanics 
• Practice appropriate means of documenting their work 
• Control surface features of syntax, grammar, punctuation, spelling 
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Figure 1. WPA outcomes statements for first-year composition (Harrington et al., 2001) 
 
The framework clearly provides a specific set of skills that students should develop in their 
first-year composition courses; it also suggests ways in which students might adopt practices 
to develop and improve their written communication. A fundamental component in this 
framework is helping students develop their rhetorical knowledge, which includes a student’s 
ability to consider the purpose, audience, and rhetorical situations and how these are 
conveyed through conventions, essay tone, and different genres. The area of “rhetorical 
knowledge” in the WPA Outcomes is not simply requiring students to memorize rhetorical 
traditions, but rather to develop a sophisticated understanding of how to implement these 
features in their own writing and to identify them in other’s writing. “Critical thinking, 
reading, and writing” outlines the development of critical thinking in reading and writing, an 
important aspect in competent communication; it also outlines the ability of students to 
incorporate their ideas with the ideas of other writers. The “Processes” outcomes focus on the 
belief that writing is a progression, taking multiple drafts, revisions, and editing, putting 
emphasis on the steps of writing rather than solely on the file product. Finally, “Knowledge 
of conventions” recognizes that competent writers need to develop an understanding of the 
expectations of different genres and the overarching requirements and conventional 
approaches that are needed when writing in academic contexts. The four overlying themes in 
the WPA Outcomes document (rhetorical knowledge; critical thinking, reading, and writing; 
processes; and knowledge of conventions) support student development and prepare them for 
future written communication in the academy and their professional and civic lives. 
In a similar vein, the Framework for Success in Postsecondary Writing (2011) 
developed by the WPA, the National Council of Teachers of English, and the National 
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Writing Project outlines the “Habits of Mind [… or the] ways of approaching learning that 
are both intellectual and practical and that will support students’ success in a variety of fields 
and disciplines” (p. 1). These eight “Habits of Mind” include curiosity, openness, 
engagement, creativity, persistence, responsibility, flexibility, and metacognition. Figure 2 
below documents these habits of mind as outlined by the WPA, NCTE, and the National 
Writing Project.  
Habits of Mind refers to ways of approaching learning that are both intellectual and 
practice and that will support students’ success in a variety of fields and disciplines The 
framework identifies eight Habits of Mind essential for success in college writing:  
 
• Curiosity – the desire to know more about the world. 
• Openness – the willingness to consider new ways of being and thinking in the 
world. 
• Engagement – a sense of investment and involvement in learning. 
• Creativity – the ability to use novel approaches for generating, investigating, and 
representing ideas. 
• Persistence – the ability to sustain interested in and attention to short- and long-
term projects. 
• Responsibility – the ability to take ownership of one’s actions and understand the 
consequences of those actions for oneself and others. 
• Flexibility – the ability to adapt to situations, expectations, or demands. 
• Metacognition – the ability to reflect on one’s own thinking as well as on the 
individual and cultural processes used to structure knowledge. 
The Framework then explains how teachers can foster these habits of mind through 
writing, reading, and critical analysis. These experiences aim to develop students’ 
 
• Rhetorical knowledge – the ability to analyze and act on understandings of 
audiences, purposes, ad contexts in creating and comprehending texts;  
• Critical thinking – the ability to analyze a situation or text and make thoughtful 
decisions based on that analysis, through writing, reading, and research; 
• Writing processes – multiple strategies to approach and undertake writing and 
research;  
• Knowledge of conventions – the formal and informal guidelines that define what 
is considered to be correct and appropriate, or incorrect and inappropriate, in a 
piece of writing; and 
• Ability to compose in multiple environments – from traditional pen and paper 
to electronic technologies.  
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Figure 2. Framework for Success in Postsecondary Writing (2011). 
 
Clearly, the framework demonstrates that FYC courses are focused on helping students grow 
as individuals, not only in their writing, but also in the way that they conceive of and search 
for knowledge. The Habits of Mind promote responsible, autonomous students who are 
engaged in their studies and the construction of their knowledge. The framework recognizes 
that we must teach students how to be successful in the university and that this is one 
fundamental component to teaching students how to improve their writing. 
 The connection between The Framework for Success in Postsecondary Writing and 
Outcomes Statement for First-year Composition can be seen in the second half of Figure 2. 
With the addition of composing in multiple environments (to acknowledge the importance of 
the digital age and its impact on composing and communication), The Framework for 
Success in Postsecondary Writing connects the Habits of Mind with the four competencies in 
the Outcomes Statement. By connecting these two frameworks, we can begin to see a larger 
picture of the intended role of FYC in helping all students become better writers and 
communicators and in preparing them to become successful students at the university.  
Between these two frameworks, it is hoped that students will come out of first-year 
composition having developed skills and habits that will promote success in their future 
written communication. However, FYC cannot possibly prepare every student for every type 
of writing assignment at the university; regardless, the hope is that many of the skills that 
students have learned in their composition courses will be transferrable to discipline-specific 
courses and assignments (Melzer, 2011). This is particularly true for students who write in 
their second language and who struggle to communicate meaning. The next section will 
connect the two historically separated fields of second language writing and composition 
courses by exploring how L2 writers are included in traditionally L1 English writing courses.  
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Second language writing in composition courses 
 
Considering the recent and dramatic changes in the university student population in 
the U.S. and the fact that second language writers are also required to complete FYC courses 
as part of their degree requirement (Williams, 1995), it would seem necessary to consider the 
presence of L2 writers across all sections of FYC; therefore, “ESL writing issues should be 
as much a concern for composition specialists as they are for second-language specialists” 
(Matsuda, 1999, p. 715). Despite the fact that the population of L2 writers taking these FYC 
courses is growing, the same concern still exists 13 years after Matsuda’s comment. Some 
researchers have argued that “there is still a dearth of research and scholarship on second 
language writing situated in the disciplinary and instructional context of composition studies” 
(Matsuda, 2012, p. 48). Overall, there is a lack of discussion within composition studies 
about the role of international students (Matsuda, 1999). At this point, it is not possible to 
conceive of composition studies as a field that only focuses on L1 writers – it is necessary 
that L2 writers be equally considered.  
To respond to the rise of L2 writers in composition courses, some researchers have 
suggested that separate sections for L2 writers be created (Braine, 2002), while others argue 
that forcing L2 writers into special ESL sections is inappropriate (Ortmeier-Hooper, 2008); a 
more moderate approach recommends that ESL sections remain optional (Silva, 1997). 
Regardless of administrative decisions, all FYC sections should be “ESL friendly” (Matsuda, 
2012, p. 45) and instructors should be adequately prepared to work with this population of 
students. 
Considering the role that composition professionals have in L2 writers’ development, 
researchers have called for composition specialists to “pay more attention to the presence and 
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needs of second-language writers” (Matsuda and Jablonski, 2000, p. 5). But what has the 
field of composition studies done to address this rise of L2 writers in first-year composition 
courses? To address these concerns and the rise of the L2 population in composition studies 
in traditionally L1 composition courses, the Conference on College Composition and 
Communication (CCCC) released a Position Statement on Second Language Writing and 
Writers in 2009 that calls for writing program administrators to “recognize [… and] take 
responsibility for the regular presence of L2 writers in writing classes, to understand their 
characteristics, and to develop instructional and administrative practices that are sensitive to 
their linguistic and cultural needs” (CCCC, 2009, para. 4). This position statement provides 
guidelines for FYC programs to consider, such as class size, teacher preparation, avoidance 
of plagiarism, the placement of L2 writers in writing courses and it provides a selected 
bibliography, pulling from seminal works in the field of second language writing. What this 
position statement begins to do is acknowledge that despite this “disciplinary division of 
labor” (Matsuda, 1999, p. 700) and the historic divide between composition studies and 
applied linguistics, it is time for these two fields, particularly the researchers and teachers 
working with second-language writers, to come together to find a way to provide appropriate 
and meaningful instruction for the second-language writers that are becoming a prominent 
part of FYC courses. An effective way of starting this process would be a discussion between 
the faculty of the different programs to develop an outline of the progression that L2 writers 
make through their writing courses. In addition, it seems necessary that English departments 
have an understanding of how L2 writers believe that the progression and transition through 
these courses is helping them develop their academic writing and know how students are 
becoming better writers. This is the ultimate goal of this thesis – to gather data from students’ 
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experiences by conducting in-depth interviews with students who have gone through English 
101C (an ESL writing class) and English 150 (the first semester course of the first-year 
composition sequence); further explanation of these classes will follow. The following 
section of this chapter will look at the specific context at Iowa State University in order to 
provide a background of the ESL program and the first year composition program. 
The context at Iowa State University 
Iowa State University is a large research institution in the Midwestern United States. 
In the fall of 2013, 33, 241 students were enrolled; of this, 3,797 were international students, 
representing 11.4% of the student body. This number mirrors the growing trend of L2 
English students in higher education in the United States (IIE, 2013). The international 
student population at ISU is heterogeneous with 101 countries represented. Table 1 below 
outlines the division of international students by continent. 
Table 1. International students by continent at Iowa State University.  
 
Continent # of countries # of students 
Africa 24 98 
Asia 36 3400 
Europe 25 124 
North America 11 70 
Oceania 2 18 
South America 8 87 
TOTAL 106 3797 
 
Information adapted from: 
http://www.ir.iastate.edu/FB14/PDF%20files%20as%20of%20Nov%2020/53%20Intrn'l%20Enrollment%20by%20Country.pdf 
 
It is important to note that while 3,400 (89.5%) of these students come from Asia, this 
category also includes Middle Eastern and Southeast Asian countries. The countries most 
represented are: the People’s Republic of China (1,968 students), India (404 students), South 
Korea (291 students), and Malaysia (266 students) (Iowa State University Office of 
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Institutional Research, 2013). These statistics are similar to findings by the Institute of 
International Education’s Open Doors Report (2013) data: China, India, and South Korea are 
the top three countries, respectively, for the origins of international students studying in the 
United States. Malaysia is listed as 21. This data suggests that Iowa State University is 
representative of the national trends. While Chinese students are the largest number of 
international students on campus, teachers and courses should not focus only on the language 
needs of L1 Chinese students but consider the varied and diverse needs of these international 
students. 
ESL courses at Iowa State University 
At Iowa State University, nonnative English speaking students are required to submit 
TOEFL scores as part of their admission. A minimum score of 71 (TOEFL iBT) is required 
for undergraduate admission. Once NNS students are admitted into the university, they are 
required to take the English Placement Test (EPT), created by the Applied Linguistics 
Program, to determine student placement in English courses based on language proficiency. 
The results of the writing section of the EPT will place students into English 101B 
(Academic English I), English 101C (Academic English II), or if they pass the EPT, English 
150.  
Placement into an ESL section is also impacted by students’ prior English language 
experience. Some of the L2 writers at Iowa State University receive a conditional acceptance 
to ISU with their acceptance contingent on passing the TOEFL (Test of English as a Foreign 
Language). To develop additional language skills, students can enroll in the Intensive English 
and Orientation Program (IEOP) at ISU. Unfortunately, at this time students’ performance 
and achievement is not tracked between IEOP and the ESL program. This will be addressed 
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in the implications section of Chapter 5. The following sections will outline English 101C 
and English 150 in more depth. 
English 101C 
 The goal of English 101C is to prepare L2 writers to meet the written communication 
demands of an American higher education institution. Specifically, the purpose of this course 
is “to prepare undergraduate non-native speakers of English for success in all academic 
communication assignments with an emphasis on written work” (English 101C syllabus – see 
Appendix B). The English 101C course uses genre-based instruction and functional grammar 
as the foundation for the syllabus and assignments. In genre-based instruction, teachers use 
texts from different genres of writing to ground their assignments and course content, 
“thereby supporting learners to participate effectively in the world outside of the ESL 
classroom” (Hyland, 2007, p. 148). Functional grammar is “based on systemic linguistics 
[and] emphasizes the way spoken and written language operate in different social situations. 
[…] It takes on a descriptive approach and focuses on groups of words that function to make 
meanings” (Feng, 2013, p. 86). In both of these approaches to language teaching, the 
emphasis remains on the role of the text in conveying a purpose to a specific audience; genre-
based instruction uses genre as the basis and functional grammar uses language as the basis 
for the explication of the genres. English 101C aims to help students develop their academic 
English by introducing multiple genres that will be useful for students in their future writing 
in their discipline-specific courses along with helping students develop their ability to 
compose in multiple and diverse environments. The course also models texts and provides an 
opportunity for joint construction by students. Additionally, teachers in English 101C 
provide frequent and relevant feedback to students by requiring multiple drafts. When 
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evaluating student drafts, instructors use rubrics that guide them. These rubrics can be found 
in Appendices D, F, H, and J. 
 When students have successfully passed English 101C, they are allowed to enroll in 
English 150, the first course in the two-sentence FYC sequence at Iowa State University. The 
following section will introduce this first-year composition program (ISUComm) and explain 
English 150 in more depth. 
First-year composition at Iowa State University 
ISUComm is the “communication-across-the-curriculum initiative” (ISUComm, 
2011, para. 1) at Iowa State University. The goal of this program is to help students develop 
their communication and critical thinking skills. To achieve these ends, five principles 
support the ISUComm courses and curriculum, outlined in Figure 3 below. 
Basic Principles: The faulty of Iowa State University believe that all educated people 
should be able to communicate effectively in a variety of settings and media, including 
electronic. Consequently, Iowa State University graduates are expected to develop 
competence in three interrelated areas of communication: written, oral, and visual. 
 
This communication competence can best be achieved through the following five 
principles: 
• Communication instruction and practice are distributed over the student’s entire 
undergraduate experience, both in and out of the classroom, from the first year 
through the senior year. 
• Communication instruction and practice are distributed across the curriculum, 
both in communication courses and in courses in the student’s major. 
• Active learning and higher-order thinking are fostered through communication. 
• Faculty across the university share responsibility for the student’s progress in 
communication practices. 
• Both faculty and students engage in ongoing assessment for continuous 
improvement of the student’s communication practices. 
 
Figure 3. Five principles of ISUComm (ISUComm Foundation Courses Student Guide, 
2012-2013). 
 
 24
These five principles point to the need for sustained communication practice 
throughout a student’s academic career. Competency in communication is not achieved 
simply by passing one or two writing courses during one’s undergraduate degree program. 
Additionally, these principles identify the need for faculty across the university to work 
together to help students develop their communication; the responsibility does not lie solely 
in the English department and first-year composition courses. 
Within the ISUComm program is the first-year composition program (known as the 
Foundation Courses), consisting of English 150 and English 250. The goal of these courses is 
“to prepare our students to communicate with confidence and expertise in a world 
transformed by dynamic changes in information technology” (ISUComm Foundation 
Courses Instructor Guide, 2012-2013, p. 5). To help prepare students for the changing world 
of communication and to improve student-preparedness for multimodal communication, the 
first-year composition program is based on WOVE (written, oral, visual, and electronic 
communication) pedagogy where English 150 focuses primarily on written and oral 
communication and English 250 is more equally balanced among all four modes of 
communication (ISUComm Foundation Courses Student Guide, 2012-2013).  
Both English 150 and English 250 are required for all students seeking an 
undergraduate degree from Iowa State University. Students can pass out of 150 if their ACT 
score is higher than 23, if their SAT score is higher than 550, or if they take and pass a test-
out writing exam. After English 150, all students are required to take English 250, unless 
they too pass a test-out writing exam.  
Both American and international students have the option of enrolling in regular 
English 150 or 250 courses, or they can register for a cross-cultural section, which is 
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specifically designed so that half of the students are native speakers of English while the 
other half are non-native speakers of English. In the fall of 2013, there was one cross-cultural 
section of English 150 and two cross-cultural sections of English 250. The reason for these 
low numbers of cross-cultural sections is due to a variety of factors, including logistical 
issues with students’ registering for the class, reserving space half a section’s seats for L2 
writers and the other half for L1 writers, and encouraging students (both L1 and L2) to sign-
up for this special section. At times in the past, these cross-cultural sections have unbalanced 
numbers of L1 and L2 writers and either become mostly an ‘ESL section’ or too few L2 
writers for the class to be considered cross-cultural. 
English 150 
English 150 at Iowa State University focuses on helping students develop their ability 
to analyze, compose, and reflect, focusing on basic writing strategies and different texts as 
models (ISUComm Instructor Guide, 2012-2013). The ultimate goal of English 150 is to help 
prepare all students (L1 and L2 English speakers) for successful communication in academic 
coursework and the individual’s professional and personal life (English 150 Syllabus – see 
Appendix K). While some instructors do change the curriculum in a given semester, the 
standard curriculum of English 150 is place-based where place is conceived of “as a 
purposeful and rich assemblage of physical, verbal, and natural artifacts that place an 
important role in students’ adjustment process and in their higher education journey” 
(Blakely and Pagnac, 2012, p. 13). In addition to the focus on place, the development of 
communication competence is based on the five principles outlined above in Figure 3. 
Overall, English 150 intends to make sure that students are prepared for the communication 
demands at the university. 
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Conclusion 
English 101C and English 150 at Iowa State University create a core set of classes 
that are supposed to prepare L2 writers to write in academic English and to communicate 
successfully with peers and professors in the academic community. Understanding the 
progression of assignments that these students go through and how students believe that their 
writing is developing is an important step toward helping prepare L2 writers to communicate 
with professors and peers who are not trained to work with L2 writers.  
This literature review demonstrates that the historic divide of composition studies and 
second language writing no longer provides a realistic view of higher education or the current 
context at Iowa State University. With the continued increase of international students in the 
university and in our writing courses, this historic division needs to be reconsidered and 
challenged.  Applied linguistics and composition studies must collaborate so that FYC 
courses and ESL courses can work together to prepare students for the academic writing that 
they will do at the university. Failing to work together will prove harmful to our L2 writers 
and will limit our understanding of what writing is and how one writes. To address this 
concern, the current research study begins to explore the transition that students make from 
an ESL course to a FYC course at Iowa State University and gathers student perspectives on 
how these two courses are helping students become better writers. The following chapter of 
this thesis will discuss the methodology that guided this qualitative study. 
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CHAPTER 3. METHODOLOGY 
This chapter discusses the methodology of this study. The two research questions that 
guide the present study are: 1) What types of writing assignments are students required to 
complete in English 101C and English 150; and 2) What role do English 101C and English 
150 play in the development of ESL learners’ writing? In order to answer these research 
questions, a general inductive approach (Thomas, 2006) was used to analyze the writing 
assignments. Interviews were used for the second research question and the data collected 
from the interviews were analyzed using a general inductive approach.  
Including an analysis of the syllabi, objectives, writing assignments and in-depth 
interviews were important components of the present research. Reviewing the writing 
assignments helped to establish the transition between English 101C and English 150. Such a 
review is not available from the ISU English department and demonstrates the lack of 
collaboration between applied linguistics and composition studies (as identified by Williams, 
1995). The first step of this thesis was to simply identify the curricular experience of the ESL 
students as they take English 101C and move onto English 150. This first step was also 
necessary in the construction of interview questions to gather data about the students’ 
experience in these two courses. Without first understanding the assignments that students 
work through, it would be nearly impossible to recognize how these assignments and courses 
are helping this group of students to become better writers.  
The following sections will review the participants of the study and the procedure for 
collecting and analyzing the data. 
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Participants 
Participant home country and first language 
A group of 20 students who had taken English 101C and English 150 at Iowa State 
University participated in the interviews. The participants came from 10 different countries 
(China, Colombia, Costa Rica, India, Iran, Mexico, Puerto Rico, South Korea, the United 
Arab Emirates, and Vietnam) and represented eight different languages. These data can be 
seen in Tables 2 and 3 below.  
Table 2. Participant home countries 
 
Country # of students 
China 11 
Colombia 1 
Costa Rica 1 
India 1 
Iran 1 
Mexico 1 
Puerto Rico 1 
South Korea 1 
United Arab Emirates 1 
Vietnam 1 
TOTAL 20 
 
Table 3. Participant first language. 
 
First language # of students 
Chinese 11 
Arabic 1 
Cantonese  1 
Hindi 1 
Korean 1 
Persian  1 
Spanish 4 
Vietnamese 1 
TOTAL 21* 
*One participant identified both Cantonese and Spanish 
as her first languages. 
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This heterogeneous group is representative of the population of international students at Iowa 
State University as outlined in Table 1; 16 of the 20 (80%) students were from countries 
classified (by Iowa State University) as Asian, with the majority, 11 of 20 (55%), of the 
students identifying as Chinese. Due to the nature of the study and the recruitment process, it 
was not possible to control for first language, nor was this the intent of the study. The goal of 
the present study is to begin to understand the diversity of experiences that this 
heterogeneous group has in English 101C and English 150 and did not intend to develop an 
understanding of the experiences of only one culture, ethnic group, or language background.  
Duration of English studies 
The range of years learning English was 14 (2 years the minimum and 16 years the 
maximum) with the average number of years studying English being 11.15 years. It is 
important to note, however, that many students had a difficult time remembering the exact 
number of years that they had studied English; therefore, while this number is most likely not 
exact, it does demonstrate the time commitment that many of these students have put into 
their study of the English language. 
Student classification 
 As with most U.S. institutions, student classification at Iowa State University is 
based on the number of credits completed and not necessarily on the number of years spent at 
the university. Students classified as freshmen and sophomores were contacted first, as it was 
assumed that these students had taken English 101C most recently in their college career and 
they would have an easier time remembering the assignments in English 101C and English 
150. Since it was not possible to recruit only freshmen and sophomores, though, juniors and 
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senior were also included. The student classification of the participants can be found in Table 
4 below. 
Table 4. Student classification at the time of data collection. 
 
Classification # of students 
Freshman 1 
Sophomore 4 
Junior 13 
Senior 2 
TOTAL 20 
 
While Table 4 demonstrates the participants’ classification at Iowa State University, it does 
not indicate when these students took English 101C and English 150. Table 5 below outlines 
the numbers of students who completed English 101C and English 150 between the fall 
semesters of 2010 and 2013. 
Table 5. Semesters when students took English 101C and English 150. 
 
English 101C  English 150  
Spring 2010 1 Fall 2010 1 
Fall 2010 1 Fall 2011 1 
Spring 2011 3 Spring 2012 3 
Fall 2011 7 Summer 2012 1 
Spring 2012 2 Fall 2012 7 
Fall 2012 6 Spring 2013 7 
  Fall 2013* 1 
Total 20 Total 21 
      *Student re-took English 150 
 
The majority of the students (n=15) took English 101C two years prior (Fall 2011, Spring 
2012, and Fall 2012) to the data collection in Fall 2013, while five students took English 
101C more than two years before data collection (Spring 2010, Fall 2010, and Spring 2011). 
For English 150, nearly all the students (n=19) took this course within two years of the data 
collection. It is important to note that one student retook English 150 during the Fall 2013 
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semester because he did not receive a high enough grade when he took English 150 in the 
Spring 2013 semester. 
Participant majors 
The researcher attempted to recruit participants from different majors in order to 
develop a more comprehensive understanding of how English 101C and English 150 are 
helping to students to develop their writing abilities from a variety of disciplines. These 
writing courses are not designed for students in a particular field or discipline, but for all 
students who graduate with an undergraduate degree from Iowa State University. Table 6 
outlines the college and majors of the participants. Several participants had two majors; this 
accounts for the discrepancy between the number of study participants in a given college and 
the number of students in each of the majors within the college. 
Table 6. ISU college and major representation. 
 
ISU colleges and majors # of students 
Agricultural & Life Sciences 1 
          Genetics 1 
Business 7 
          Accounting 3 
          Advertising 1 
          Finance 4 
          Supply Chain Management 2 
Engineering 8 
          Aerospace 3 
          Chemical 1 
          Electrical 2 
          Industrial 1 
          Materials Science 1 
Liberal Arts & Sciences (LAS) 4 
          Economics 1 
          Environmental Science 1 
          Mathematics 2 
          Statistics 2 
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Because of the presence of second language writers in all departments and colleges at Iowa 
State, this study attempts to compile experiences and perspectives from students in a variety 
of programs; however data explaining the division of international students in each major 
were not available from Iowa State University and thus it was not possible to determine if 
this population is representative of the majors that international students are in. 
Participant writing strengths and difficulties  
The needs of second language writers are heterogeneous, and it has been widely 
documented that writers from different language backgrounds and cultures have unique and 
varied linguistic difficulties and rhetorical experiences (e.g., Ferris, 2009; Kirkpatrick and 
Xu, 2012; Leki, 1992; 2007). Because these L2 students do not comprise homogenous 
groups, it is important for researchers and teachers to understand the difficulties that students 
face when they write in English. In order to understand the unique needs of the participants 
in this study, the following table outlines the student-perceived strengths and the weaknesses 
that students identified that they have when they write in English. 
Table 7. Participants’ self-perceived strengths and difficulties when writing in English. 
 
Strengths Difficulties 
• Transitions 
• Coherence 
• Creativity, Imagination 
• Description 
• Construction of the outline 
• Spelling 
• Proofreading 
• Organization & structure 
• Analysis 
• Understanding differences between 
Chinese and American writing 
• Introductions & Conclusions 
• Providing examples and detail 
• Logic 
• Grammar 
• Structure 
• English expression 
• Sentence variation 
• Development of ideas and essays 
• It takes a long time to write 
• Semicolons 
• Clarity of expression 
• How to start writing a paper 
• Logic 
• New vocabulary 
• Revising 
• Viewing paper from a different 
perspective 
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As Table 7 shows, the students identified a wide variety of strengths that primarily center on 
the organization, structure, and ideas of an essay or text. These 20 students generally 
understand and feel confident about the construction of an academic essay. The reason for 
this will be further explored in Chapter 4. In comparison, students identified difficulties with 
word-level or sentence-level aspects of writing, such as grammar, English expression, word 
choice, and the variance of phrases and words. It is important to keep in mind, however, that 
this is a diverse group of students that do not share the same strengths and weakness. 
Heterogeneity is an important aspect of this data set and is a reminder that the data gathered 
in this study is not necessarily generalizable to the larger ISU community or the experiences 
of L2 writers at other U.S. universities. The data gathered from these participants does, 
however, provide a unique insight into these 20 students’ experiences.  
 To summarize this section of the chapter, Table 8 below provides an overview of 
each of the 20 participants in the study. 
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Table 8. Summary of study participants. 
Student Gender L1 Home 
Country 
Year in 
School 
Major(s) 101C  150  Writing 
Strengths 
Writing 
Weaknesses 
Student 
1 
F Chinese China Junior Math; 
Economics 
Fall 2011 Fall 
2012 
- Transitions - Grammar 
- Finding specific 
words in English 
Student 
2 
F Arabic UAE Senior Genetics Spring 
2010 
Fall 
2010 
- Feels 
confident 
writing about 
topics that she 
has background 
knowledge 
about 
- Grammar 
- English 
expression 
Student 
3 
F Korean South 
Korea 
Junior Chemical 
Engineering 
Fall 2011 Fall 
2012 
- Creativity 
- Strong ideas 
-Finding the right 
words in English 
Student 
4 
M Hindi India Soph. Electrical 
Engineering 
Fall 2012 Spring 
2013 
- Writing 
creatively and 
descriptively 
N/A 
Student 
5 
M Chinese China Soph. Statistics Fall 2012 Spring 
2013 
- Constructing 
an outline 
- Sentence 
variation 
Student 
6 
M Persian Iran Senior Aerospace 
Engineering 
Fall 2010 Summer 
2012 
- Spelling 
- Proofreading 
- Ideas 
- Essay 
development 
Student 
7 
M Spanish Puerto 
Rico 
Junior Aerospace 
Engineering 
Spring 
2012 
Fall 
2012 
- Description 
- Organization 
- Structure 
- Takes a long 
time to write 
- Sentence 
structure 
- Semicolons 
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Student 
8 
M Chinese China Soph. Material 
Science 
Engineering 
Fall 2012 Spring 
2013 
- Organization - Clarity in 
expression of 
ideas 
- Difference in 
logic between 
U.S. and China 
Student 
9 
M Chinese China Junior Accounting; 
Supply 
Chain 
Management 
Spring 
2011 
Fall 
2011 
- Structure and 
analysis 
- Expression in 
English 
Student 
10 
M Chinese China Junior Finance; 
Accounting 
Fall 2011 Spring 
2013 
- Understands 
difference in 
U.S. & Chinese 
writing  
- How to start 
writing a paper 
Student 
11 
F Chinese China Junior Advertising Fall 2011 Fall 
2012 
- Imagination 
- Creativity 
- Logic 
Student 
12 
F Spanish Colombia Soph. Aerospace 
Engineering 
Fall 2012 Spring 
2013 
- Introductions 
- Conclusions 
- Transitions 
- Grammar 
Student 
13 
F Cantonese 
Spanish 
Costa 
Rica 
Junior Finance Spring 
2011 
Spring 
2012 
“I’m not very 
good at 
writing.” 
- Not sure how to 
start writing 
- Overall very 
uncomfortable 
when she has to 
write 
Student 
14 
M Spanish Mexico Junior Finance Fall 2012 Spring 
2013 
- Connects 
ideas well 
- Essay 
structure 
- Employing new 
vocabulary 
Student F Chinese China Junior Environmental Spring Fall - Logic - Grammar 
Table 8 continued  
 
36
15 Science & 
Statistics 
2012 2012 - Organization - Vocabulary 
Student 
16 
M Vietnamese Vietnam Junior Industrial 
Engineering 
Fall 2011 Spring 
2012 
“English has 
always been my 
top weakness” 
- Translating 
ideas from L1 to 
L2 
Student 
17 
M Chinese China Junior Accounting; 
Finance 
Spring 
2011 
Fall 
2012 
- Ideas - Grammar 
Student 
18 
M Chinese China Soph. Electrical 
Engineering 
Fall 2012 Spring 
2013 & 
Fall 
2013 
- Introductions 
- Conclusions 
- Examples 
- Seeing writing 
from different 
perspective 
- Revising 
Student 
19 
M Chinese China Junior Supply 
Chain 
Management 
Fall 2011 Spring 
2012 
- Has own 
viewpoint 
- Logic 
- Grammar 
- Spelling 
Student 
20 
M Chinese China Junior Physics; 
Math 
Fall 2011 Fall 
2012 
- Logic 
- Detail 
- Vocabulary 
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Procedure 
 In order to answer the research questions, the qualitative design of this study involved 
collecting the syllabi, objectives, and assignment sheets from English 101C and English and 
reviewing these materials to establish the progression of assignments between the two 
courses. Based on the analysis of these course materials, interview questions were created. 
Next, the researcher conducted semi-structured interviews. Finally, the interviews were 
analyzed using a general inductive approach. Each of these steps is outlined in further detail 
below. 
IRB approval 
An Institutional Review Board (IRB) exempt study form was submitted to the Office 
for Responsible Research at Iowa State University and was approved on September 20, 2013 
(IRB ID 13-414). Modifications to the research were submitted later in the fall semester as 
the researcher decided to reimburse participants $10.00 for their time. This modification was 
approved on November 20, 2013. 
Review of English 101C and English 150 course materials 
To collect the current and former syllabi, objectives, and assignment sheets, the 
researcher emailed Sarah Davis, who is in charge of coordinating the English 101C 
curriculum and Dr. Barbara Blakely, the ISUComm Director. Upon receiving the course 
materials, the researcher reviewed the English 101C syllabus, objectives, and assignment 
sheets and subsequently the English 150 materials. Two different tables were created that 
outline the scaffolding of the writing that L2 writers progress through in each of these 
courses. Tables 9 and 10 in the Results Section demonstrate this progression of course 
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objectives and the writing assignments. This first step in the research was completed to 
determine the questions that would be used to guide the semi-structured in-depth interviews. 
Student recruitment 
In order to recruit students who were eligible for the study, the researcher contacted 
the Iowa State University Office of the Registrar and requested a list of names and emails of 
students who had completed English 101C and English 150 at Iowa State University. The list 
provided by the Office of the Registrar included 594 students; 43 of these students were 
ineligible to participate in the study because they were graduate students. Approximately 120 
emails were individually sent to students requesting their participation in a 20-30 minute 
interview with the researcher. Of these, 20 students responded and agreed to participate in an 
interview. The interviews, conducted individually, were held at the end of the fall 2013 
semester in two different meeting rooms in Ross Hall, rather than in the researcher’s office so 
that students would feel at ease and that their rights to privacy would not be violated. 
Interviews 
Described as a “conversation with a purpose” (Burgess, 1984, p. 102), interviews are 
of great value to researchers and teachers because they “can provide insights into people’s 
experiences, beliefs, perceptions, and motivations at a depth that is not possible with 
questionnaires” (Richards, 2009, p. 187). Qualitative researchers have identified interviews 
to be one of the main sources for data collection because of the ability of language to provide 
a detailed explanation, account, or evaluation (Hammersley and Atkinson, 1995). The use of 
interviews within qualitative methodology is not a new measurement – in fact, this has been a 
measure used within social sciences for decades and continues to grow as a the methodology 
used in research articles published in prominent applied linguistics journals (Benson et al., 
2009; Talmy, 2010).  
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For the present study, the researcher chose to conduct semi-structured interviews as a 
“compromise” (Dornyei, 2007, p. 136), incorporating elements from both structured and 
open interviews, letting the researcher stay focused on the research questions, yet allowing 
important themes to emerge as the interviewee shares his or her experiences. The researcher 
approached each interview with a constructivist perspective, believing that knowledge is 
created and shared through an interview (Kvale, 1996). This meant that the researcher’s role 
was not to simply relay the information in a report (Holstein and Gubrium, 1997), but to 
actively participate in the construction of knowledge. Based on this perspective, it was the 
researcher’s goal to help facilitate this construction of knowledge and understanding of the 
role that English 101C and English 150 are playing in the development of L2 writers’ written 
communication. 
Interviews are usually a balance and combination of structure and flexibility, are 
interactive, use of a variety of measures to attain depth of understanding, generate the 
creation of new knowledge, and are audio-recorded. Additionally, the interviewer typically 
develops a relationship with the interviewee (Legard, Keegan, and Ward, 2003). Following 
these suggestions, the in-depth interviews occurred over a period of two weeks at the end of 
the fall 2013 semester. The interviews were recorded using a digital recorder. Each interview 
began with a description of the research and a brief explanation of how the participant was 
contributing to an understanding of the ways in which the English 101C and English 150 
courses are helping second language writers to develop their writing. Students first provided 
basic demographic data and were then asked to briefly discuss what they considered their 
strengths and weaknesses as a writer. The central component of the interview was the 
researcher’s attempt to engage the student in a discussion of English 101C; this was started 
 40
by first helping the student remember the English 101C and English 150 and then asking 
when students took 101C, who their instructor was and anything that they remembered about 
the course. Next, participants were asked about each of the major assignments in English 
101C and how each assignment helped the student to become a better writer. Students then 
completed a Likert scale in which they rated how English 101C encouraged the habits of 
mind – curiosity, openness, engagement, creativity, persistence, responsibility, flexibility, 
metacognition – identified in the Framework for Success in Postsecondary Writing (2011) by 
the Council of Writing Program Administrators, the National Council of Teachers of English, 
and the National Writing Project. The discussion of English 101C ended with a discussion of 
the objectives and how they were met in the course. The same process was followed for 
English 150. The interview ended with the question, “Do you feel like the objectives and 
assignments in English 101C and English 150 have taught you the skills necessary to be a 
successful writer at the university? Why or why not?” During the interview, the researcher 
pursued different student-initiated topics as they arose. At times not all the interview 
questions were asked, particularly if a student was having a difficult time remembering the 
assignments completed in either of the classes. For the interview questions, please see 
Appendix A. Interviews lasted an average of 33 minutes with the longest interview lasting 50 
minutes and the shortest interview 20 minutes. Upon receiving their reimbursement, many 
students said that they were grateful for the opportunity to share their perspectives and 
experiences about English 101C and English 150; several of the students also indicated that 
the money was not a motivating factor in their decision to participate in an interview. 
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Pilot Study 
 In order to confirm that the interview questions could be answered in the 20-30 – 
minute time period and to determine if the questions would gather the appropriate data to 
answer the research questions, a pilot study with one student (Student 1) was conducted. 
Because this pilot interview lasted 47 minutes, several of the interview questions were 
collapsed so that the interview could be completed in 30 minutes. The data from the pilot 
interview are included in the findings of this study as the information provided by the student 
does not differ dramatically from the data provided by other students and provide insight into 
the research questions of the study.  
Data Analysis 
 After the 20 interviews were completed, the researcher transcribed the data, listening 
to each recording twice; during this second transcription, the researcher checked for any 
mistakes in the transcription or misunderstanding on her part. The transcriptions where 
completed in Microsoft Word and printed to conduct the data analysis. Once transcribed, the 
in-depth interviews were analyzed using a general inductive approach, a methodological 
approach frequently used in qualitative research. As outlined by Thomas (2006), the central 
goal of the general inductive approach “is to allow research findings to emerge from the 
frequent, dominant, or significant themes inherent in raw data, without the restraints imposed 
by structured methodologies” (p. 238). The intent of the general inductive approach is to 
simplify the data analysis process and to move beyond the requirements of qualitative 
designs, such as open and axial coding in grounded theory. Centering the research on a 
“goal-free” (Scriven, 1991, p. 56) evaluation was of utmost importance to the researcher; it 
was crucial that any preconceptions were not brought into the data analysis and that the 
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student voices and perspectives remained the central tenet of the study. In the general 
inductive approach, data are first summarized, and then links and connections are established 
between the developing themes based upon the research questions. Finally, the researcher 
develops a framework to explain the themes that emerge from the data. The approach is 
inductive because the researcher allows the themes to emerge from the data rather than using 
a prior set of assumptions (Strauss and Corbin, 1998). 
Chapter 4 of this thesis will outline and discuss the themes identified from the 
interview data. Chapter 5 will discuss the implications and provide recommendations for 
English 101C and English 150 at Iowa State University.  
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CHAPTER 4. RESULTS AND DISCUSSION 
 
 Chapter 4 of this thesis will present the results and discuss the findings from the 
writing assignments in English 101C and English 150 and of the interviews conducted in the 
Fall 2013 semester. Each of the research questions and the corresponding data will be 
discussed in turn.  
RQ 1: What types of writing assignments are students required to complete in English 
101C and English 150? 
The first research question of the study intended to explore the types of writing that 
students complete in English 101C and English 150, specifically the writing tasks and the 
development of written communication skills. After collecting the assignment sheets and 
reviewing the objectives of the courses and assignments, the progression of the written 
communication tasks and the genres were documented. Table 9 below lists the course 
objectives as they are provided to students on the syllabus (see Appendices B and K) of each 
course. The objectives in bold are those that overlap between the two courses.  
Table 9. Course objectives in English 101C and English 150 
 
Course Objectives for English 101C Course Objectives for English 150 
• Prepare undergraduate non-native 
speakers of English for success in all 
academic communication 
assignments  
o Emphasis on written work 
• Understand demands of written 
assignments in a variety of academic 
disciplines & genres 
• Respond to informational and structural 
needs of different genres 
• Engage in discussion, provide 
commentary, and contribute to 
dialogue in small and large groups 
• Develop critical thinking skills of 
• Prepare students for communicating 
successfully in academic courses 
• Prepare students for successful 
communication in work, personal, & 
civic lives 
• Develop written, oral, visual, and 
electronic literacies 
• Written (emphasis) 
o Adapt writing to specific purposes, 
audiences, situational contexts 
o Integrate & document a range of 
informational sources 
o Organizational strategies & 
transitional devices 
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analysis, critique, synthesis, and 
evaluation 
• Close readings of written & 
multimedia texts 
• Use process writing to edit multiple 
drafts 
• Become independent writers 
• Proofread, edit, and correct drafts 
for common errors, word choice, & 
mechanics 
o Match expression to situation and 
audience 
o Effective presentation forms 
o Develop revision strategies 
o Reflect upon communication 
processes, strengths, goals, & 
growth 
• Oral 
o Interview others 
o Work as a team member 
o Develop basic oral presentation 
skills 
• Visual 
o Use typography effectively 
o Appropriate layout 
o Analyze visual communication 
o Use visuals effectively 
o Accurately document sources 
• Electronic 
o Appropriate format in emails 
o Word processing skills 
o Electronic composition 
o Suitable media for delivering 
content to audience 
 
As demonstrated in the above table, the primary objective of both English 101C and English 
150 is to prepare students for written academic communication, with some exposure to oral 
and electronic communication, and in English 150, visual communication. Both courses 
intend to provide an introduction to university writing, including the demands and 
expectations of instructors and the writing tasks, the language and formatting used in 
academic courses, the structure and organization of academic essays, including the 
introduction, body, and conclusion, and the use of references and ways to avoid plagiarism.  
The overlapping objectives between English 101C and English 150 are in bold. 
Reviewing these, we can see that there is a considerable amount of overlap between the 
objectives, and that in theory, the two courses work to achieve similar ends, even if through 
different writing assignments. These similarities are: preparing students for academic 
Table 9 continued  
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communication with an emphasis on written work; developing multimodal, academic 
literacy; developing revision strategies and the concept of multiple drafts; and engaging in 
discussion with peers and group members.  
English 101C explicitly focuses on different genres of writing to introduce 
international students to the university, but English 150 also provides opportunities for 
students to develop their knowledge of different academic genres. Table 10 below outlines 
the assignments in English 101 and English 150, additionally identifying the genre and the 
topic for each assignment. The information provided in the table below was taken directly 
from the assignment sheets provided by the English 101C coordinator and the ISUComm 
director. 
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Table 10. Course assignments in English 101C and English 150 
 
English 101C Course Assignments 
Prior to Fall 2012 
 
English 101C Course Assignments 
Fall 2012/Spring 2013/Fall 2013 
English 150 Course Assignments 
• Paper 1: Personal Essay 
o Genre: Personal story 
o Topic(s): Coping with Hostility; 
Difficult Undertaking 
• Paper 2: Cause and Effect Essay 
o Genre: Cause and effect 
o Topic(s): Changing attitudes; 
Insight through crisis 
• Paper 3: Compare and Contrast 
Essay 
o Genre: Compare and contrast 
o Topic(s): Cultural comparison; 
Educational comparison 
• Paper 4: Argumentative Essay 
o Genre: Compare and contrast 
o Topic(s): Career decisions; 
Virtual friends 
• Assignment #1: Role Model 
Paragraph 
o Genre: Narrative recount 
o Topic: Role model 
• Assignment #2 (Part 1): Wiki Mash-
Up 
o Genre: Critique of film  
o Topic: Marriage and family in 
movies 
o Mode: Wiki 
• Assignment #2 (Part 2): Critical 
Evaluation of Different Marriage and 
Family Traditions 
o Evaluative Comparison 
o Critical evaluation 
o Topic: Marriage and family 
• Assignment #3: Cultural Analysis: 
Division & Classification 
o Explanation 
o Topic: Ethnic identity 
• Assignment #4: Discussion of Global 
Economics 
o Genres: Literature review; 
Summary and response 
o Topic: Global economics  
• Assignment #1: In-Class Writing 
o Genre: Description & analysis 
o Topic: Memories from home 
• Assignment #2: Sharing 
Experiences: Letter-as-Essay and 
Map 
o Genre: Letter 
o Topic: Place on ISU campus 
• Assignment #3: Exploring a Campus 
Program or Organization: Public 
Document and Profile 
o Genre: Profile 
o Description 
o Topic: ISU organization or 
program 
o Documenting sources 
• Assignment #4: Understanding 
Place or Artifact: Campus 
Landscape, Building, Art 
o Genre: Analysis 
o Topic: ISU building or work of 
art  
• Assignment #5: Designing, 
Presenting and Reflecting on Visual 
Communication: Brochure or Poster 
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(resource and income disparity) 
• Final Exam 
o Genre: Explanation 
o *Topic: For purposes of test 
security, the topic was not shared 
with the researcher 
o Genre: Brochure or poster  
o Topic: ISU organization, 
program, building or work of art 
• Assignment #6: Final Portfolio 
o Genres: Reflection 
o Topics: Revision of major paper; 
reflections for WOVE 
• Final Exam 
o Genre: Reflection 
o Topic: Final piece of portfolio 
Table 10 continued  
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It is important to note that the assignments in English 101C changed between the 
Spring 2012 and Fall 2012 semesters. Participants in this study were split between these 
two sets of course materials; six students took English 101C using the current curriculum 
and fourteen of the students took English 101C with the former curriculum. This is 
important to keep in mind throughout the discussion of the data in this chapter.  
Topics 
 The writing assignments, genres, and topics outlined in Table 10 demonstrate the 
diversity of the writing that students do. The former English 101C curriculum focused on 
personal writing with topics such as “coping with hostility”, “career decisions”, and 
“virtual friends”. The current English 101C curriculum begins to make a transition from 
personal to more academic topics, such as “ethnic identity” and “global economics”, but 
still has components of the personal writing with a narrative about a role model and a 
critique of marriage and family traditions.  
In the interviews, several students commented that they did not find it useful to 
write about topics such as marriage and family because they are not married and thus 
their personal experiences did not help them to write the assignment. Students would 
have liked topics that were more relevant, such as current events or topics that extend 
beyond the self into areas of their academic interests. One student mentioned that she 
liked the topic of global economics because it was something that she could learn from 
(Student 12). While composition studies focuses on learning about writing and how to 
write, this does not need to be in opposition to the writing that students do in discipline-
specific courses.  In learning about writing, we should not simply be trying to convince 
students to love writing. A pragmatic view of writing should recognize that many L2 
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writers at our university of science and technology are here to prepare for a career in 
engineering and the sciences. They have a right to find a connection between the writing 
that they complete in the English department and beyond and the right to take courses 
that begin to prepare them for the academic discourse required at the university. 
In English 150, the topics move from personal to academic, starting with a 
description of memories from home (Assignment #1), a letter to a friend or family 
member (Assignment #2), a profile on a campus program or organization (Assignment 
#3), an analysis of a building or work of art (Assignment #4), a brochure based on a 
previous paper (Assignment #5), and a portfolio focusing on the student’s developments 
in the WOVE (written, oral, visual, and electronic) curriculum (Assignment #6). The 
titles of these assignments point to the first two assignments as more personal writing 
while the latter assignments give students an opportunity to move into more academic 
writing and topics. Many students expressed that English 150 was more beneficial to their 
development as a writer than English 101C; however several students did feel that the 
topics were repetitive as they all focus on the ISU campus. While teachers and program 
administrators might recognize these assignments as clearly distinct, students seem to 
have a difficult time recognizing the difference in the topic between assignments.  
The linguistic needs of students are an important consideration. In this study, the 
perceived difficulties that students have when writing are often sentence-level (please see 
Table 7 for a review of student difficulties). While it is not feasible to prepare students 
for all the topics that they will write about, there does seem to be some value in providing 
topics to students that so that they can practice the language that they will be actually use 
in the future. These courses should not be “staging areas” (Leki, 2007, p. 4) before the 
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demands of academic literacy are placed on students. Rather, English 101C and English 
150 are an opportunity to help students transition toward understanding the literacy 
demands of the university.  
Genre 
With this diversity of writing assignments between English 101C and English 
150, students are exposed to genres that require them write from their personal 
experience, demonstrate an understanding of a cause and its corresponding effect, 
compare and contrast, summarize and respond, describe, critique, write a letter 
considering the audience, profile a program or organization, create a brochure, and reflect 
upon the writing that they have done throughout the semester. Table 11 below more 
succinctly outlines the actual genres that students complete in English 101C and English 
150. 
Table 11. Summary of the writing tasks in English 101C and English 150. 
 
English 101C (Former) English 101C (Current) English 150 
• Personal story 
• Cause & effect 
• Compare & 
contrast 
• Narrative recount 
• Critique of film 
• Division and 
classification  
• Literature review; 
summary & response 
• Description 
• Letter 
• Profile 
• Analysis 
• Brochure/poster 
• Portfolio 
• Reflection 
 
 The concept of genre has been an important facet of research and practice in 
applied linguistics and composition studies for the past 30 years. The term genre has 
different meanings and conceptions in research and in practice, but often genre “refers to 
textual properties that can be identified to distinguish one text type from another” (Kroll, 
2003, p. 192). In more recent years, “the term ‘genre’ has been used to capture the social 
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nature of oral and written discourse” (Johns, 2003, p. 195) and our conception of genre 
has progressed toward seeing genre as “socially situated and culturally embedded […] the 
beliefs, values, and ideologies of particular communities and cultures” (Bawarshi and 
Reiff, 2010, p. 195). Thus, the genres that we teach students should consider both the 
properties and sociocultural aspects of the text. With this knowledge of genre in mind, 
instruction should focus on teaching genre as “a text, a process, or as a social practice” 
(Candlin and Hyland, 1999, p. 1). Additionally, Johns (2011) argues for the importance 
of developing students’ metacognition to help them understand that the generic term 
“essay” might mean a lot of different things in different classes and it might even be a 
compilation of different genres.  
The writing that L2 writers do in their English 101C and English 150 courses 
should not only help them develop English language skills to be successful 
communicators, but these writing courses should also introduce students to a variety of 
genres that they might complete in their university career and beyond. “Instruction in any 
discipline is acculturation, or the beginning of the student into the “interpretive 
community” of the discipline” (Purves, 1986, p. 39). The genres that students complete in 
English 101C and English 150 matter because they are often some of the first 
opportunities that L2 writers have to develop their understanding of genre and the 
diversity of genres in U.S. academic writing. Prior research on assignments across the 
curriculum has found that transactional writing, writing to inform or to persuade, makes 
up the majority of the writing assignments in college courses (Melzer, 2003; 2009). This 
has also been reflected in previous research which recognizes that the writing 
assignments that students typically complete are “summary of/reaction to a reading, 
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annotated bibliography, report on a specified participatory experience, connection to 
theory and data, case study, synthesis of multiple sources, and research project” 
(Horowitz, 1986, p. 449). While the assignments that students complete in English 101C 
and English 150 might or might not reflect the writing identified in Melzer’s and 
Horowitz’s studies, further research needs to investigate the role that the assignments in 
the English department play in preparing students for the writing demands at Iowa State 
University. 
The following section will discuss the findings for the second research question 
and introduce a missing voice from the discussion: the student perspective. 
RQ 2: What role do English 101C and English 150 play in the development of ESL 
learners' writing? 
 The second research question of this thesis was developed to express a concern on 
the part of the researcher – how is the Iowa State University English department helping 
international students to become better writers? Leki (2007) has expressed a similar 
concern: 
I take seriously the concern that L2 writing courses not construct themselves as 
mere service courses, nothing more than staging areas before the real work of 
college literacy, striving only to train students to accommodate themselves to the 
demands of others in their courses and in this country. Nevertheless, like many 
other writing teachers, I also take seriously the responsibility heaved on us by the 
institutional demand that all undergraduate students take 1st-year writing courses. 
The students in these writing courses have the right to expect that their work in 
the writing courses will somehow contribute to their academic success (p. 4). 
 
Leki’s concern about the service that we are providing to our second language writers is 
legitimate. ESL courses must conform to the institutional demands in preparing students 
to understand and to succeed in the writing requirements of other courses; however, these 
courses need to avoid being categorized as remedial courses that are a waste of students’ 
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time. With these concerns in mind, this section will explore the ways that English 101C 
and English 150 are helping second language writers develop their writing skills.  
Based on the analysis, the following themes emerged from the interview data; 
each of which will be discussed in turn below:  
• English 101C and English 150 as the first exposure to U.S. academic writing 
• An introduction to the difference in Eastern and Western writing styles 
• A developed understanding of academic writing 
• Concern about placement in English 101C 
• English 101C as a course that is too easy 
• The difficulty of the transition between English 101C and English 150 
• The necessity of including models in English 101C and English 150 
First exposure to U.S. academic writing 
 One of the most common themes found in the data was the fact that English 101C 
and English 150 are students’ first exposure to academic writing. Most international 
students in English 101C are at the beginning of their academic career, having just 
transitioned from high school in their home country to university in the United States. 
Throughout the interviews and regardless of their ethnicity or first language, students 
commented on how these two courses helped them make the transition from high school 
writing to college writing. Five students commented that English 101C was their first 
exposure to academic writing and the writing skills needed at the university; this was the 
first time that they were introduced to the specific components of academic writing. 
Student 18 identified a large transition between the writing in high school to the writing 
in college; as the first writing class that he had taken since high school, English 101C 
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provided the necessary introduction to the writing that would be done at the university. 
Student 15 found both English 101C and English 150 to be the first introduction to 
academic writing and termed English 101C as a “tool” to facilitate the transition from 
high school to college. Student 5 explained that English 101C provided the expectations 
of an academic essay saying that this class, “outlin[ed] what the academic writing essay 
in college would be like”. Student 5 believed that, “English 101C kind of give me a 
standard form, like a standard to start an essay and how to develop it. I feel like these two 
courses are really helpful”. Student 3 said that she developed “basic writing skills” while 
Student 2 commented that English 101C “helped me a lot to know how to write in my 
second language, and how to state my opinions, how to state facts […] that I need in my 
writing.” 
 Given that these courses are the first writing class that a student takes at the 
university should introduce them to the genres and demands of the writing completed in 
academia, this is a powerful lesson that curriculum designers and instructors need to keep 
in mind. Students recognize that their first introduction to academic writing comes in 
English 101C and continues into English 150. In doing so, these two courses have the 
potential to provide a solid foundation that our L2 writers can build upon as they progress 
through their studies.  
This first exposure to academic writing and the difficulties that students face 
when making the transition to U.S. academic writing is not a surprise to any teacher or 
researcher in the Department of English. International students struggle not only with 
their linguistic development, but also with “academic acculturation […] the dynamic 
adaptation processes of linguistically and culturally diverse students engaging with the 
 55
academic study cultures of […] English-medium universities” (Cheng & Fox, 2008, p. 
309). The concept of academic acculturation recognizes that, “academia is a culture, and 
those who receive academic training become acculturated to the culture of academia” 
(Nagayama Hall, Lopez, and Bansal, 2001, p. 172). This is a movement beyond 
memorization of vocabulary, verb conjugations, and other aspects of grammar, to a 
connection to the environment and surrounding culture. English 101C and English 150 
seem to provide this academic acculturation to L2 writers by introducing a variety of 
genres that students will encounter in their academic, professional, and civic lives; 
students in this study were able to recognize the role that English 101C and English 150 
played in their introduction to this new culture of writing.  
In addition to the introduction of the academic culture, students also recognized 
English 101C as an introduction to Western writing traditions; this will be discussed in 
the following section.  
Eastern versus Western writing traditions 
Many of the international students at Iowa State University and many of the 
international students in English 101C and English 150 are from Asia, specifically China. 
As demonstrated in Table 2, over half of the students in this study are from China. The 
cultural and linguistic differences between English and Mandarin Chinese are no secret to 
language teachers and the difference in rhetorical traditions between Eastern and Western 
cultures has been widely documented (e.g., Kirkpatrick and Xu, 2012; Nisbett, 2003). 
Students in this study mentioned discovering these differences between the writing in the 
U.S. and in China while in English 101C and English 150. For many of these students, 
English 101C was the first introduction to the U.S. writing system and this class, along 
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with English 150, helped students to develop their understanding of U.S. academic 
writing traditions. Equally important, students began to make a transition from writing in 
their culture to writing in the U.S. In interviews, six students noted that English 101C 
helped them to identify the differences between Chinese and American writing styles. 
Student 15 said, “I am an international student and the way we write in China and the 
way we write in the USA is a lot different. And also because I didn’t take university in 
China, so the way I write in high school is different then the way I should write in 
university.” Student 10 agreed with this perspective saying,  
This class gradually makes you know more about what American people think 
good papers should look like. First, you gonna introduce your topic, and then, how 
you’re going to convince your readers and then communicate with your readers 
and let them understand what you’re talking about.  
 
Student 19, echoed similar sentiments, but opened this up to a larger discussion of the 
difference in overall communication styles: 
It [English 101C] helped me with my writing, since our countries are so different, 
cultural, education system is so different. When I’m back home, like in China, in 
high school when we write essays, it’s just different. We have to use like really 
beautiful sentences, words, but now here, it’s all about your points. Like, you got 
your main point, thesis statement, each paragraph have the focus on that. 
 
Student 8 noted that the difference in logic between Eastern and Western writing also 
presents a challenge for students. Arrangement of information in essays is different 
between the two cultures and the points that the writers use for justification are also 
different. This East – West divide extends beyond China to other Asian countries, such as 
Vietnam. Student 16 identified differences between the writing and sentence structures in 
the U.S. and Vietnam; because of these differences, he believes it is important for 
teachers to be aware of these variances to better serve students who are transitioning to 
U.S. universities. Student 8 also believed that teachers with experience in Eastern 
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cultures might better understand the difficulties that these second language writers have 
and help students make the transition.  
Ultimately, many of these students believe that in English 101C, students “learn 
how to write in the English language, not translate from our own version of the Chinese 
to English” (Student 9). This is an enormous step for many students to make and is one of 
the most important transitions that English 101C and English 150 must help second 
language writers achieve. Competency in academic writing, however, extends beyond 
cultural differences to a more refined understanding of the different components of 
academic writing. This is discussed in the following section. 
Developed understanding of academic writing 
 In addition to the introduction to U.S. academic writing, English 101C and 
English 150 introduced students to the components of academic genres, including topic 
sentences (Student 5), elements of a paragraph, specifically introductions and conclusions 
(Students 2, 5, 15, 17), and logical organization (Student 8). Overall, several students 
believed that both English 101C and English 150 helped to develop a “strong base” 
(Student 2) and the “basics of writing” (Students 8 and 13) were introduced in these 
classes. Student 15 believes that he can now write an effective introduction paragraph and 
ended the interview saying, “I wanna say that I benefited a lot from 150 […] class. Yeah, 
there’s lots of things I learned and I benefited from.” Student 8 found that he now has a 
better sense of sentence and paragraph arrangement and understands how to consider the 
audience’s needs in an essay. For the most part, students also recognize the importance of 
communication, particularly written communication. Student 13 said that, “I think both 
classes are very helpful for international students […] It’s worth it because I think 
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communication skills are very important, so I think I’m glad I took it here because I can 
have a background, [… in] the basics of writing.” For this student, English 101C and 
English 150 helped develop “a foundation to start writing.” 
While the concept of transfer was not widely mentioned throughout the 
interviews, three students did note how the written communication skills developed in 
English 101C and English 150 have been useful in other courses at the university. 
Student 2 noted that she still refers to the papers she wrote in English 101C and English 
150 to help with the writing that she does in her other classes, while Student 7 still uses 
the skills learned when writing papers or creating posters. Student 14 found English 150 
to be “really helpful” and can see the influence when he writes for other classes. 
 In addition to the essay components that were developed during these classes, 
students also developed their research skills and learned the importance of sources and 
how to responsibly document the use of outside sources. English 101C and English 150 
taught students “how to move beyond copying and pasting” (Student 5) and that 
Wikipedia is not appropriate for academic uses. For some students, this is the first time 
that they have been told that they cannot use Wikipedia as an academic source in their 
papers (Student 11).  
While many students recognized the importance of these aspects of academic 
writing, many students still expressed concerns about their need to take English 101C, as 
determined by the English Placement Test (EPT). The following section will discuss this 
voiced concern. 
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Question of placement in English 101C 
 Many students questioned their placement and voiced frustration and concern 
with being placed in English 101C, stating that they were unsure why they had been 
placed in this course. Student 6 said, “Actually, I don’t know why they put me in that 
class. Comparing myself to the students in that class, I was better in speaking and in 
writing and I mean I should have just went straight into 150”; Student 6, however, was 
the only student to find no value in the course, stating, “I think I already had the 
information that I should have had […] I didn’t really gain anything from that class”. 
Other students were confused by their placement in English 101C, such as Student 4 who 
believed that he did not need to take English 101C: “I think I really didn’t need 101C. I 
would have struggled a little in 150, but I would have been fine after that.” Other students 
also were at first frustrated with their placement in English 101C, identifying a concern 
with the English Placement Test. Student 7 was frustrated with the outcomes of the 
English Placement Test and "was not sure what happened on the test […]. At first I was 
[frustrated] because I felt like it was delaying my four-year schedule and that frustrated 
me a little bit and I thought that after all those years taking English I thought I would be 
able to pass the placement test. I don’t know what happened.”  
Student frustration needs to be taken seriously. While educators’ goals should not 
be to appease students’ every whim, students do have the right to know the reason that 
they are placed into ESL and FYC courses. There are many hurdles that international 
students must overcome to attend a U.S. institution; discovering that there are more steps 
toward achieving a degree (e.g., the English Placement Test, additional ESL courses, 
first-year composition) can lead toward frustration and confusion. These perspectives 
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ultimately suggest a need for transparency with the EPT, the rubric used for rating, inter-
rater reliability, and the validity of the way the tests’ constructs are measured. Feedback 
to students should outline why a specific score indicates their placement into English 
101C. 
Students’ frustration with being required to take English 101C was a clear theme 
throughout the interviews; however, although students were unhappy with their 
placement, they still found value in the class and were glad that they had the chance to 
take English 101C as the class progressed. Student 11 said, “At the beginning I thought 
it’s a waste of time, but later I think, it’s fine, even if it didn’t calculate, it’s fine though, 
it’s just a class.” Student 7 recognized that he “was really good in English and they 
[classmates] had a lot of trouble and I started helping them and it actually made me feel 
better and I was actually glad.” At the beginning of her semester, Student 2 thought that 
English 101C was a waste of time, but as the semester progressed, she saw the value of 
the course content: “At the beginning is was really so-so, but and then, I just discovered 
the good.”  The feedback that this student’s instructor provided also helped her to 
understand the importance of English 101C in the development of her academic writing. 
Student 4 was at first frustrated, but then was fine with the placement because the course 
was easy, a theme that will be further discussed in the next section of this chapter. 
Student 12 commented how she that she did not have to do much work because the class 
was “really easy” and “really straightforward.” In the end, Student 12 was happy that she 
took English 101C because it gave her the confidence as she transitioned into English 
150, noting that she was “scared of taking 150.” 
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Students’ disappointment with being placed in English 101C and not directly into 
English 150 is well recognized among English 101C instructors and program 
administrators and to a certain degree, there might be little that we can do about this. 
Students can gain acceptance into the university with a TOEFL score of 71 (out of 120 on 
the iBT), but this does not guarantee that students are adequately prepared for the 
demands of academic writing. The requirement of an additional test where they must 
demonstrate their knowledge of English and then a subsequent English class (or classes) 
only delays graduation and adds more hurdles that students must cross. We can debate 
the role that teachers and programs can and should play in convincing second language 
writers that they need more language instruction; but on some level, if students are at first 
frustrated with the placement and then transition to finding value in the course they took, 
instructors and program administrators might find this to be a positive outcome. This, of 
course, is only a speculation; more research is needed to understand student expectations 
and the exact value that they find in the required ESL courses. The following section, 
which discusses students’ concern that English 101C is “too easy”, might shed further 
light onto this change of perspective.  
English 101C as a course that is too easy 
One of the more surprising findings from the data is that while students frequently 
identified English 101C as beneficial to their development as a writer, these students 
found English 101C to be “too easy”. Six students (1, 3, 4, 7, 12, and 20) used the term 
“easy” to describe the English 101C course and curriculum. Within this group who used 
the term “easy”, students 1, 3, and 20 took English 101C with the former curriculum 
while students 4, 7, and 12 had the current English 101C curriculum. Student 1 likened 
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English 101C to the writing that she prepared for and was assessed on in the TOEFL 
(Test of English as a Foreign Language); looking at the types of assignments that students 
were asked to complete in the old English 101C curriculum, one can see why the student 
might have thought this. Student 4 explained that this course might have been easy 
“because I’ve been studying English all my life” and that the first assignment, a 
paragraph, was not challenging. The same student also believed that there were too few 
assignments in English 101C and would have liked more assignments that challenged 
him to think critically and developed his written communication. Student 3 also said that 
101C was not challenging. Student 12 agreed with her peers, stating that, “Actually for 
me that class was really easy. […] I always told my friends that class is for someone in 
kindergarten. I felt like I didn’t have to do much in that class.” For Student 13, English 
101C was “easy” because there was no new material introduced. Student 16 believed that 
the class moved too slowly saying, “I remember it was kind of slow place for me” while 
Student 20 said that English 101C was too easy, “because […] there’s no homework and 
the quiz is kind of easy. It’s very basic, like very, very basic stuff.” Because of the lack of 
challenge, this student felt English 101C was a waste of time. Students 12 and 19 noted 
that they continually received high grades for their instructors, even though they did not 
feel these high grades were deserved. It is important to note, however, that students 16, 
19, and 20 all took English 101C with the former curriculum. 
This data demonstrates is that many participants in the study found the former 
English 101C curriculum was too easy and that it did not provide enough of a challenge. 
With only three of the eight students in the current curriculum reporting that English 
101C was too easy, there might be the hope that the transition in the curriculum has been 
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beneficial for students. This, however, needs to be further explored in future studies that 
explore only the current English 101C curriculum. 
Believing that English 101C is an “easy” course does not necessarily condemn the 
ESL program. In fact, while many students were both frustrated with their placement and 
found the content to be easy, students did discuss how English 101C was a semester of 
transition and academic acculturation, as discussed above. English 101C helped to ease 
the transition from high school to college, giving students a bit of confidence to go into 
English 150 and take a class with native English-speaking peers. Student 12 commented 
that while the content of English 101C was easy, “I was scared about the English, so that 
class, because it was easy, it was oh well, an ‘A’. […] So for starting, because it was a 
whole new country, and it was English, I think it was all right.” The fear that this student 
experienced was mitigated by the ease of English 101C and the confidence that she 
developed in the course.  
 As previously discussed, that English 101C provided a basic introduction to 
academic writing is in itself a valuable achievement. Although it is worrisome that 
English 101C is perceived as an easy course and many students question the value that 
comes from English 101C, as the next section will explore, taking English 101C helped 
to provide a much needed transition between ESL and FYC. 
The transition between English 101C and English 150 
 The participants in this study provided different perspectives regarding the 
transition between English 101C and English 150. All students agreed in their interviews 
that there was a large transition from English 101C to English 150; however, there was 
not a consensus on whether or not this transition was manageable or needed to be better 
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facilitated. Only two students believed that the transition, while large, was reasonable. 
Student 7 believed that the transition was large but manageable saying, “It’s such a 
transition that even though it’s big, it’s doable, it’s expected, I guess, for a college 
student.” Student 14 said, “I think that if I wouldn’t have taken that class [English 101C], 
I would have been okay, but it would have definitely made 150 a bit more challenging 
and it would have required me a little bit more of effort in 150.” Both Students 7 and 14 
recognized the role that 101C provided in helping them to make this transition, but 
believed that it would have been possible to immediately take English 150. This is not a 
surprising finding since in any population there will be students with stronger language 
and written communication skills. It is important to note, however, that only two of the 
20 students in the study felt this, although the majority of students believed English 101C 
to be “too easy”. 
 Students 18 and 19 believed that English 101C helped to facilitate the large 
transition between English 101C and English 150. While both these students agreed that 
English 101C has the responsibility of preparing international students for the writing 
demands in English 150, Student 18 did say, “if I didn’t take the 101C, English 150 
would be very, very, very hard for me.” Student 19 said that most importantly, English 
101C “helped me change the way I think. That’s I think help me the most.” This student 
went on to explain that in China, the emphasis is on the beauty of the sentences and 
phrasing, rather than the clear identification of main ideas and the organization of these 
ideas. For this student, changing the way this student thought helped prepare him for the 
demands of the writing in English 150. 
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What is it about the transition between English 101C and English 150 that makes 
this transition challenging then? Student 8 explained that this large transition was due to 
the fact that English “101C teaches you how to write an essay, how to organize or how to 
arrange your sentences, make your topic clear, but actually 150 is more focused on the 
topic, how to come up with the different ideas. […] English 101C is more focused on the 
organization and grammar, and English 150 is more focused on ideas and how to explain 
your idea.” The same student said that, “English 150 gives me higher pressure about the 
assignment. I have to do the assignment better, but English 101C give me more like a lot 
of more confidence about my projects.” Student 9 created an analogy for these two 
courses saying that, “101C is we’re still in the process of converting themselves into 
English writers, 150 is like, okay, right now you are an English writer and you’re gonna 
write like Americans do.” Students also commented on the grading difference between 
the two courses, agreeing that the grading in English 101C was “too easy” (Student 12) 
and that the grading in English 150 was harder and stricter (Student 10). In regards to the 
difference in grading, Student 19 said, “Oh, it’s more strict now. When I went to English 
150 and the teacher just more focused on your structure and grammar a little bit, yeah, 
basically that’s it. It’s just harder.” 
Two of the participants believed that English 101C did not adequately prepare 
them for the demands of English 150. Student 16 had to get a tutor for English 150 
because he knew after the first day of class that he would not be able to handle the 
demands of the course. He argued that the expectations of English 150 need to be 
clarified for English 101C students “because I think that they make an expectation that 
students come into 150 with that [an understanding of these expectations].” Student 9 
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believed that there is a big transition between English 101C to English 150 and that 
English 101C has responsibility to better prepare second language writers for this 
transition from ESL to FYC: “I think that probably English 101C should do some more to 
help the internationals to better do the transition.”  
This big transition from ESL to FYC is not surprising as students are moving 
from a course that focuses on L2 writing into a course that has traditionally focused on 
L1 English writing. While it is impossible to assure that all students will be adequately 
prepared for the demands of English 150, there should be logical continuation in the 
assignments and requirements between the two courses. Students might be able to 
recognize an increase in the demands and requirements, but English 101C should be 
preparing students to succeed in first-year communication. While some research has 
shown that transfer from general English for academic purposes courses is more likely 
for some linguistic and rhetorical components than others (James, 2010), English 101C 
and the ESL Program should find ways to facilitate this transition. One way to do so 
might be to provide models and examples of the expected writing, which is discussed in 
the next section. 
The necessity of models and examples 
 A common criticism that students expressed during interviews was the lack of 
models and examples for the assignments they that were required to complete in both 
English 101C and English 150. There was a consensus throughout of the necessity of 
models to demonstrate to students what they needed to be doing. Student 8 said, “[…] 
sometimes we, the students, don’t know what instructor wants so the examples of essays 
might help students a lot. Sometimes for the international students it’s hard to understand 
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what instructors want at all.” Similarly, Student 9 argued that teachers and writing 
programs need to remember that international students do not come from the same 
writing experiences as American students. It is unfair to expect that these second 
language writers with little to no exposure to U.S. academic writing and academic genres 
will understand what these different types of essays look like: it’s “like coming from a 
different world, a different environment, it’s like you have to learn everything from zero. 
[…] It would be better to tell us what it looks like in English” (Student 9). Student 17 
pointed out that “for international students, we don’t know how to write it. Even if the 
teacher is talking a lot about how to write, we still can’t understand it until there is a 
sample article [essay] and then we can make a lot more sense. So sample article is always 
more helpful.” It is very difficult for students to follow an abstract discussion in their 
second language about a text that they are not familiar with. Student 18 prefers to “see 
the examples and then practice by myself” while Student 20 feels that he needs to analyze 
examples to be able to write better. Only one student noted that her instructor provided 
examples, a fact which she found helpful: “She [the instructor] would give different 
examples. Which was helpful. Instead of just saying like you guys are supposed to do it 
this way and not this way without an example […]” (Student 2). 
Sample texts are important because they provide students “model rhetorical 
elements, principles, and patterns” (Rosa and Eschholz, 2007, p. v) that they can follow 
as they begin to develop their academic writing. While some instructors and researchers 
might be concerned that providing students with examples are “false provisions” 
(Macbeth, 2010, p. 35) or lead to formulaic writing based on the 5-paragraph theme, I 
would argue that if taught properly, seeing examples of the writing to be completed 
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would give students a much better sense of what it is that they are asked to do. Since 
English 150 teaches students to move beyond the 5-paragraph theme, providing example 
essays can help students visualize and identify the components of this type of writing. 
The language learning that many of these students have done throughout their 
lives has probably been heavily weighed with examples of vocabulary, grammar, and 
mechanics. This is a format that these students are comfortable with. By providing 
examples, especially for many of the unique writing assignments that are completed in 
English 150, students have a starting point, a basis upon which they can begin writing. It 
would be foolish to assume that one could write a thesis or dissertation without first 
reviewing previously published theses and dissertations; it is no different for other levels 
of writing, especially for writers new to U.S. academic writing. For example, several 
students mentioned that they had difficulties with the English 150 Assignment #4 (see 
Appendix Q) and did poorly because they focused too much on the history of an art piece 
or building, rather than analyzing the piece of art (Student 4). This might be resolved by 
offering a text and helping students complete a genre analysis as “a means of studying 
spoken and written discourse for applied ends” (Swales, 1990, p. 1) to identify the 
necessary features of the text. Of course, providing students examples without 
explanation and proper scaffolding might produce the effect of the formulaic writing that 
some fear, but this is of course not recommended or suggested.  
Most of these students will need to use written communication in their daily lives, 
in their specific fields of study, and in their professional endeavors. It is important for 
instructors and researchers in the English Department to remember that while many of 
these students do care about learning and succeeding in their writing, these students do 
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not think of writing in the same way that many teachers and researchers do. In my 
experience, students want the tools to know how to make it through an assignment 
without being stuck spending hours in front of the computer, trying to figure out how to 
simply start writing. This does not seem to be a useful and productive use of our students’ 
time, and if providing them examples and sample texts can help them move toward a 
comfortable understanding and ability of how to construct the basics of an essay, 
educators and curriculum designers need to take this into consideration. 
Summary of findings 
 Based on the analysis of the interviews, seven major themes emerged from the 
data. These themes and the corresponding student comments can be found in Table 12.  
Table 12. Summary of findings. 
 
Emerging themes  
 
Student comments about English 101C and English 150 
 
 
English 101C and 
English 150 as the first 
exposure to U.S. 
academic writing 
• English 101C is the first exposure to academic writing and 
the writing skills at the university (Students 1, 4, 10, 15, 
18) 
• There is a large transition between high school writing and 
college writing (Student 18) 
• Both English 101C and English 150 are an introduction to 
academic writing (Student 15) 
• English 101C is a tool to facilitate transition from high 
school to college (Student 15) 
• English 101C provides a standard for academic writing 
(Student 5) 
• Students develop basic writing skills (Student 3) 
• English 101C helped in L2 writing (Student 3) 
 
 
Introduction to the 
difference in Eastern 
and Western writing 
styles 
• English 101C is the first introduction to U.S. writing 
• Students learn to identify the differences between Chinese 
and American writing styles (Student 1, 9, 10, 11, 15, 18, 
19) 
• Students learn the difference in logic between Eastern and 
Western writing (Student 8) 
• Student learn the difference in writing styles (Student 16) 
• NNS TAs/instructors can help mediate this difference 
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(Student 8) 
 
 
A developed 
understanding of the 
structure of academic 
writing 
• Students learned how to write: 
• Write topic sentences (Student 5) 
• Write introductions and conclusions (Students 2, 5, 15, 
17) 
• Logically organize (Student 8) 
• Develop a strong base (Student 2) 
• Avoid plagiarism (Student 5) 
• Use appropriate sources (Student 11) 
• Students develop basic writing skills (Students 8, 13) 
• There was a transfer from English 150 content to other 
academic writing (Student 15) 
 
 
Question of placement 
in English 101C 
• Students are unsure of the reason for being placed in 
English 101C (Student 6) 
• Students believe they did not need to take English 101C 
(Student 4) 
• Students are unsure of what happened on the EPT 
(Student 7) 
• The course was still useful even if placement was 
originally questioned (Student 2, 4, 7, 11, 12) 
 
 
English 101C as a 
course that is too easy 
• English 101C is similar to TOEFL writing (Student 1) 
• English 101C is not challenging (Students 3, 4) 
• There are too few assignments and not enough homework 
(Students 4, 20)  
• English 101C is like kindergarten (Student 3) 
• No new material is taught (Student 13) 
• The class pace is slow (Student 16) 
• The grading is too easy (Students 12, 19) 
 
 
The transition between 
English 101C and 
English 150 
 
• There is a large transition between the content in English 
101C and English 150 
• The transition is large, but manageable (Student 7) 
• English 101C is not necessary to take (Student 14) 
• English 101C facilitates a transition to other English 
courses (Students 18, 19) 
• English 101C is focused on the arrangement while English 
150 is more focused on ideas (Student 8) 
• There is a difference in the grading in English 101C and 
English 150 (Student 10, 12, 19) 
• Because of the large transition, the student was required to 
get a tutor (Student 16) 
• English 101C has a responsibility to prepare L2 writers 
Table 12 continued  
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(Student 9)  
 
 
The necessity of 
including models 
• There is a lack of models and examples in English 101C 
and English 150 
• It is difficult to understand what instructors want (Student 
8) 
• Teachers need to remember that L2 writers might not have 
the same writing experiences (Student 9) 
• Examples can help students improve as writers (Student 
18, 20) 
 
Table 12 demonstrates the ways that students see English 101C and English 150 helping 
them become better writers. The table outlines the agreement that developed among the 
20 different interviews. The findings leads us toward an understanding of the student 
perspective, a voice that seems to be missing from the discussion of how ESL and FYC 
courses are helping L2 writers become better writers. The following section will continue 
to give a voice to this population by reviewing how participants rated English 101C and 
English 150 based on the Habits of Mind as outlined in the Framework for Success in 
Post-Secondary Writing.  
Rating of English 101C and English 150 on the development of Habits of Mind 
During the interview, students were asked to complete a chart in which they rated 
how English 101C and English 150 helped them to develop the Habits of Mind as 
outlined in the Framework for Success in Post-Secondary Writing by the Council of 
Writing Program Administrators, the National Council of Teachers of English, and the 
National Writing Project (2011) and the Outcomes for First-Year Composition (2001). 
For a discussion, please refer to Chapter 2. Tables 13 and 14 below show students’ 
evaluations of how English 101C and English 150 develop these Habits of Mind and 
achieve these outcomes through the writing assignments in the English 101C and English 
150 courses.
Table 12 continued  
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Table 13. Habits of Mind rating for English 101C. 
 
Habits of Mind Strongly Disagree Disagree 
Somewhat 
Disagree 
Somewhat 
Agree Agree 
Strongly 
Agree 
# of 
students 
responding 
AVG 
 
 
SD 
Curiosity 1 2 2 8 7 0 20 3.90 1.16 
Openness 0 0 0 4 10 6 20 5.10   .71 
Engagement 0 0 3 3 9 5 20 4.80 1.00 
Creativity 0 0 2 10 5 3 20 4.45   .89 
Persistence 0 1 4 7 6 2 20 4.20 1.06 
Responsibility 0 1 4 5 7 3 20 4.35 1.14 
Flexibility 0 1 4 6 8 1 20 4.20 1.01 
Metacognition 0 1 1 4 10 4 20 4.75 1.02 
Rhetorical Knowledge 0 0 3 8 7 2 20 4.40   .88 
Critical Thinking 0 0 4 6 6 4 20 4.50 1.05 
Writing Processes 0 0 1 5 8 6 20 4.95   .80 
Knowledge of 
Conventions 0 0 2 6 10 2 20 4.60   .82 
Ability to Compose in 
Multiple 
Environments 0 1 5 2 7 5 
 
20 4.50 
 
1.29 
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Table 14. Habits of Mind rating for English 150. 
 
Habits of Mind Strongly 
Disagree 
Disagree Somewhat 
Disagree 
Somewhat 
Agree 
Agree Strongly 
Agree 
# of 
students 
responding 
AVG 
 
SD 
Curiosity 0 1 1 5 10 3 20 4.65   .99 
Openness 0 1 2 3 5 9 20 4.95 1.23 
Engagement 0 0 1 1 10 8 20 5.25   .79 
Creativity 1 0 2 3 8 6 20 4.75 1.29 
Persistence 0 0 1 5 11 3 20 4.80   .77 
Responsibility 0 0 1 6 8 5 20 4.85   .88 
Flexibility 0 0 3 6 9 2 20 4.50 1.02 
Metacognition 0 0 3 7 8 2 20 4.45   .89 
Rhetorical Knowledge 0 0 3 2 8 7 20 4.95 1.05 
Critical Thinking 0 0 2 1 9 8 20 5.15   .93 
Writing Processes 0 0 2 1 7 10 20 5.25   .97 
Knowledge of 
Conventions 0 0 0 3 15 2 20 4.95   .75 
Ability to Compose in 
Multiple Environments 0 0 1 5 6 8 
 
20 5.05 
 
  .94 
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Students’ ranking of English 101C and English 150 using the Framework for Success 
in Post-Secondary Writing demonstrates that the majority of the students agree that these 
courses helped to develop these Habits of Mind. All of the averages for English 150 are 
between ‘somewhat agree’ and ‘agree’; while English 101C are slightly lower scores, the 
majority of the scores are still within the same range, except for “Curiosity”, which falls into 
the ‘somewhat disagree’ range. This is not surprising as many participants voiced concerns 
about the lack of challenge in the English 101C curriculum. These tables do demonstrate that 
students perceive these courses to be developing the Habits of Mind that educators believe 
are the “foundations for writing in college-level, credit-bearing courses” (Council of Writing 
Program Administrators et al., 2011, p. 2). 
English courses that intend to prepare students, both native and non-native speakers, 
for college-level writing must consider how the Habits of Mind are being fostered in the 
writing that students do and the tasks that they complete in class. Based on these findings, we 
can begin to construct a limited understanding of the ways in which English 101C and 
English 150 at Iowa State University help international students become better writers. On a 
surface level, this data suggests that English 101C and English are moving in the direction of 
helping students develop these Habits of Mind. While this might be the case, there is always 
room for improvement. The following and final chapter of this thesis will outline the 
implications and conclusions based upon the findings discussed here and provide suggestions 
for future research.    
  
75
CHAPTER 5. CONCLUSION 
 The final chapter of this thesis outlines the implications from the data presented in 
Chapter 4 along with the limitations of the study. The chapter also discusses 
recommendations for future research in and collaboration between the ESL program and the 
ISUComm Foundation courses at Iowa State University.  
Implications 
Based on the data, there is some indication that English 101C and English 150 are 
helping international students become better writers. For many students, English 101C is the 
introduction to academic writing and the basis for the development of their academic literacy. 
However, despite generally positive feedback from participants, there are several clear 
directions for improvement. Table 15 presents an overview of these implications to be 
discussed in this section of the chapter.  
Table 15. Overview of implications. 
 
ESL Program ISUComm Foundation Communication 
University-wide 
initiatives 
• Develop a theoretical 
and pedagogical 
rationale for English 
101C 
• Plan professional 
development 
workshops on working 
with L2 writers 
• Increase the number of 
cross-cultural sections 
of English 150 
• Incorporate the use of 
DRAW in FYC 
courses 
• Provide clear examples 
of the essays to be 
completed in English 
150 
• Plan professional 
development 
workshops on working 
with L2 writers 
• Plan workshops for 
faculty on working 
with L2 writers 
• Develop a 
comprehensive plan for 
incorporating 
international students 
into the university 
 
With the growing international student population, it is important that ESL and 
ISUComm Foundation programs consider how they will work together to provide quality and 
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meaningful instruction to second language writers. Based on the findings of this study, a first 
step would be for the ESL program and the ISUComm program at Iowa State University to 
further investigate the overlap of the assignments and objectives in English 101C and English 
150. The two programs should work together to develop a theoretical and pedagogical 
rationale that outlines the curricular objectives and tasks. As a department, we must 
remember that “regardless of specific program structure […] all composition teachers are 
working with writers from multilingual backgrounds, and all programs need to be 
(re)designed with the needs of a more complex student population in mind (Ferris and 
Thiass, 2011, para. 2).  
In line with this, the theoretical rationale for English 101C needs to be documented 
by the Applied Linguistics Program.  The English 101C curriculum has gone through a series 
of iterations in the history of the course; traditionally, a faculty member in the Applied 
Linguistics Program has been in charge of the course content. At the present, there are two 
faculty members who are in charge of the 101C curriculum. It is important to note that the 
construction of the English 101C curriculum was not constructed on a whim, but rather 
intentionally planned based on current research in the field and pedagogical practices, 
particularly in most current curriculum. This thesis does not discount the effort that has been 
made by the Applied Linguistics faculty, but rather to argue that the rationale behind the 
assignments and course objectives should be available as justification for interested parties. 
While the objectives are stated in the syllabus, a comprehensive rationale does not currently 
exist; this rationale should explicitly justify the assignments, genres, and topics in the 
curriculum by using current research. Many of the students in the study voiced a concern that 
English 101C was “too easy”. As it is my belief that students have the right to see the value 
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in the courses that they are required to take, creating a theoretical rationale that instructors 
and the program are aware of might help to justify the rationale to students.  
While the English 101C curriculum needs to determine the theoretical basis for the 
curriculum, English 150 has a clearly established curriculum and one that considers the 
presence of L2 writers. The ISUComm program provides instruction for teaching assistants 
who take English 500, a preparatory course for teaching English 150 and English 250 
composition courses; however the extent of this instruction is limited and consisting of only 
one week in the course. The program clearly recognizes the presence of second language 
writers and follows the CCCC’s recommendations of working with second language writers. 
But more can be done. If the ESL program and the FYC program can work together to better 
help facilitate the transition between English 101C and English 150, students will be in a 
better position to succeed in their writing. One specific and feasible way for providing more 
support for second language writers would be to develop and expand the use of the Digital 
Repository for Academic Writing (DRAW1), developed by Tom Lindsley and Jon Balzotti 
(2012). DRAW is a website that allows instructors who teach English 150, 250, 302, 309, 
and 314 at Iowa State University to share lesson plans for major assignments, for the 
different modes of communication (written, oral, visual, and electronic), and for a variety of 
topics, such as grammar/mechanics and style. At the present, there is no ESL component to 
DRAW; however this is would be a feasible way to provide materials, resources, and lesson 
plans for lectures that work with L2 writers. Because the infrastructure has been created and 
is in place, this is a platform where the ESL program and the ISUComm Foundation courses 
can begin their collaboration. At a basic level, using DRAW provides an opportunity for the 
                                                        
1
 The DRAW website can be accessed at http://draw.isucomm.iastate.edu/ 
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program and instructors to share so that all students, regardless of their first language, can 
better understand the assignments that they are asked to do, thus addressing one of the major 
concerns voiced by the students in the study.  
Another implication from this study is that the ISUComm program should consider 
offering more cross-cultural sections with instructors who want to work with this population 
of students. Many participants were unaware that these courses existed, but this seems to be a 
feasible way to provide instruction to second language writers who might benefit from 
working with instructors who are trained to work with this population of students. This is not 
to suggest that the cross-cultural sections be any less difficult, but rather that L2 writers have 
the option to be in an environment that equally considers their needs (along with the needs of 
American students). As briefly discussed in Chapter 2, offering these courses proves to be 
somewhat difficult for the Department of English and the Office of the Registrar. More 
creative solutions for enrolling L1 and L2 writers in cross-cultural sections should be 
gathered and considered; additionally, the department should consider funding options to 
promote the cross-cultural sections as a valuable experience for both L1 and L2 writers at 
Iowa State University. 
Another implication is that both English 101C and English 150 should develop and 
provide models of essays to students. Teachers should consider including lesson plans that 
analyze textual features of each of these assignments to help students critically approach the 
writing process. This might also mediate the difficulty that many students have in beginning 
the writing process. It is important to remember that students are developing their 
understanding of academic writing and that providing examples gives an opportunity to 
facilitate this understanding.  
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A final implication is the need for a university-wide initiative that provides 
workshops on working with L2 students for instructors from all departments and programs at 
the university. The focus of this research is only on two courses, but second language writers 
are quickly becoming a large minority in the university community. Instructors of all courses 
need to be prepared to work with L2 writers and to continue to help students develop their 
academic literacy, regardless of the discipline or field. A roundtable discussion on providing 
feedback to English language learners (ELLs) was held in the English department in 
November 2013. Other roundtable discussions could be planned and facilitated by graduate 
students in the Applied Linguistics Program. These discussions would promote an honest and 
responsible discussion in the university community about how we recognize and work with 
second language learners. While the CCCC’s Position Statement on Second Language 
Writers (2009) encourages programs in the English department to consider the L2 writers, the 
entire university needs to develop a comprehensive plan for how to responsibly incorporate 
this growing minority into our university. Simply “recognizing the presence” is not enough 
and does not necessarily provide the impetus to move forward with the equitable treatment of 
this group of students that they deserve. 
Limitations 
 As with any qualitative research, the data discussed in this thesis are context-specific, 
and the findings cannot be extrapolated to other universities or ESL and FYC programs. The 
purpose of this study, however, is not to generalize the findings, but to understand the written 
communication tasks and skills that second language writers complete in English 101C and 
English 150. While this is not necessarily a limitation, rather a fact of qualitative research, it 
is an important point to keep in mind.  
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One of the limitations present in the study is the fact that the 20 participants might not 
be representative of the other second language writers who have gone through English 101C 
and English 150 at Iowa State University. The research presented here does not claim to 
represent all these experiences, but rather to provide a snapshot of 20 unique experiences and 
commonalities among these experiences. Additionally, the study does not document the role 
that the Intensive English and Orientation Program (IEOP) had on these students’ writing 
development. Further studies regarding the development of L2 writing at ISU should 
consider the role that IEOP courses have on students.  
 A second limitation is the fact that this research relies solely on students’ perspectives 
and self-reported data. While interviews “allow researchers to investigate phenomena that are 
not directly observable, such as learner’s self-reported perceptions or attitudes” (Mackey and 
Gass, 2005, pp. 173), interviews also present possible risks in the accuracy of the data. 
Interviewees might have “selective recall, self-delusion, perceptual distortions, memory loss 
from the respondent, and subjectivity in the researcher’s recording and interpreting of the 
data” (Hall and Rist, 1999, pp. 297-298), all concerns that lead to the questioning of the 
reality of the situation. This was something that the researcher was not able to control for in 
the study. While it does not invalidate the data, it is a reminder to carefully evaluate the 
findings.  
In a similar vein, the study does not analyze students’ writing samples nor does it 
connect student achievement, specifically grades, and development of academic writing with 
the sentiments expressed above. Future research, however, should further investigate the 
reasons why students believe English 101C is easy and if this was genuinely reflected in their 
writing. While it is entirely possible that students were at a level beyond the content covered 
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in the course, it is also possible that these students have an inflated sense of their writing 
ability or that their desire to continue their studies obscured their understanding of their 
actual abilities. Unfortunately, there is no way to know this from the data.  
A final limitation is the fact that many of these students had a difficult time 
remembering the assignments that they completed 2-3 years prior to the data collection. Even 
though the researcher provided copies of the assignment sheets and the course objectives, 
many students could often not recall the specifics of a given assignment; therefore, it might 
be necessary to take their responses with a ‘grain of salt’. This might be mediated in the 
future if interviews are conducted at the end of each academic semester or within a year of 
taking the English course to gain a more complete perspective. Regardless of these 
limitations, it is still possible to make recommendations for future research. These 
recommendations are discussed in the next section. 
Recommendations for future research and collaboration 
This present study is just the beginning of the research that the English Department 
and the Applied Linguistics Program (among other university entities) need to conduct in 
order to better understand how all the courses that second language writers take are 
scaffolded appropriately. Table 16 gives an overview of the recommendations for future 
research and collaboration. 
Table 16. Overview of recommendations for future research. 
 
ESL Program ISUCOMM Foundation Communication 
University-wide 
initiatives 
• Track student 
achievement through 
IEOP, ESL, and FYC 
• Implement longitudinal 
studies that follow L2 
writers 
• Track student 
achievement through 
IEOP, ESL, and FYC 
• Establish a clear 
progression and 
scaffolding of 
• Explore the written 
assignments across the 
university and in a 
variety of disciplines 
• Develop a 
comprehensive plan for 
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• Establish a clear 
progression and 
scaffolding of 
objectives and writing 
assignments between 
ESL, FYC, and 
discipline-specific 
courses 
• EPT should provide 
feedback to students 
regarding the results 
from the test 
• EPT should establish 
clear connections 
between the constructs 
measured in the test 
and the objectives 
covered in the ESL 
courses 
• Use holistic rubrics and 
provide feedback from 
the EPT 
• Develop a 
comprehensive plan for 
how to work with the 
growing L2 writer 
population 
objectives and writing 
assignments between 
ESL, FYC and 
discipline-specific 
courses 
• Develop a 
comprehensive plan 
for how to work with 
the growing L2 writer 
population 
how to work with the 
growing L2 writer 
population 
 
The first step for future research must start with tracking international students as 
they move from the Intensive English and Orientation Program and take the English 
Placement Test to know what ESL writing classes they are placed into and how they are 
progressing through these classes and into FYC classes. Longitudinal studies that track 
student achievement can better inform pedagogy and practice, helping the English 
department better understand how the courses and course content are preparing second 
language writers for the written communication demands of the university. 
Another important research recommendation is for the English Placement Test (EPT) 
to consider taking steps to provide feedback to students so that they better understand their 
Table 16 continued  
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placement in ESL courses. Several students in this study indicated that they were not sure 
why they had been placed into English 101C and believed that they would have been 
successful had they been placed immediately into English 150. While it is important to 
recognize that some students have an inflated sense of what they are able to accomplish, they 
have the right to understand why they are being placed into a class that is not required for 
native speakers of English or for their program of study. One way of achieving this goal is to 
use an analytic rubric (rather than a holistic rubric) that breaks down a student’s score on the 
EPT. In this way, students can receive feedback that explains their scores and the reason for 
placement. The EPT also needs to demonstrate strong inter-rater reliability and validity to 
demonstrate that the test is measuring what it is intended to and that it (and the human raters) 
are properly placing students into the correct English course that will best benefit students 
and their needs. 
Future research should additionally explore writing assignments from all English 
classes and extend this to the different types of writing done across the university. Zhu 
(2006) has argued that, “It is critical that EAP [English for Academic Purposes] writing 
researchers and practitioners understand the nature of writing tasks required of students” (p. 
129). Research in this area should use a mixed methods approach to begin to more fully 
develop an understanding of the writing experiences of students and the ways in which the 
faculty and university can facilitate students’ writing development. Once this is completed, it 
will be important to make connections to the current writing in the English department. 
While we can hope that the skills will transfer between ESL, FYC, and discipline-specific 
courses, specific research on this transfer should be done. If we require students to several 
undergraduate English courses that are required for graduation but not for a students’ major, 
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these students have the right to know how the courses have been shown to help them become 
better writers. 
Conclusion 
The thesis argues for increased collaboration between the ESL Program and the 
ISUComm Foundation Program in an attempt to actively consider how we ethically prepare 
L2 writers for the academic demands of higher education; it also addresses a gap in the 
research of the missing student voice in the ways that ESL Program and the ISUComm 
Foundation courses are helping students become better writers. The growing demographic of 
L2 writers, although heterogeneous, in traditionally L1 courses gives proof for the need to 
move beyond the disciplinary divisions of labor (Matsuda, 1999) and onto a new era of 
increased collaboration and interdisciplinary research. As our understanding of L1 and L2 
writing increases, researchers and administrators in both composition studies and applied 
linguistics need to look at the commonalities of the two fields to provide more support for 
those who struggle to write, whether in their first or second language. 
The findings from this study provide examples of the ways in which English 101C 
and English 150 are already helping international students become better writers; these 
findings also indicate areas where both programs and the overall university can improve and 
continue to provide support for L2 writers.   
This thesis provides modest directions for improvement, research, and collaboration, 
and it is the researcher’s hope that more research will be conducted and more projects 
developed that consider how Iowa State University and the Department of English are 
continuing to recognize the demographic changes of the higher education classroom and 
implement policies that adequately prepare L2 writers. In a world where linguistic diversity 
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and heterogeneity have become the norm, we need to be sure that the curriculum in our 
department continues to provide an equal opportunity for all students to become successful in 
their development of academic literacy and in their academic pursuits.  
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APPENDIX A. INTERVIEW QUESTIONS 
 
My ultimate goal with this project is to try to understand how our English courses 
(specifically English 101C and English 150) are helping international students become 
better writers, both for their ISU classes and their future careers. 
 
Personal Data 
 
1. Name 
 
2. Major 
 
3. Year 
 
4. Hometown 
 
5. Home country 
 
6. Native language 
 
7. How long have you studied English? 
 
8. What are your strengths as a writer? 
 
9. What difficulties do you have as a writer? What are your weaknesses? 
 
English 101C 
 
1. When did you take English 101C? 
 
2. Who was your instructor? 
 
3. Assignment #1 – Role Model Paragraph. What do you remember about this assignment? 
How did this assignment help you improve as a writer? 
 
4. Assignment #2 Part 1 – Group Wiki Movie Critique. What do you remember about this 
assignment? How did this assignment help you improve as a writer? 
 
5. Assignment #2 Part 2 – Critical Evaluation. What do you remember about this 
assignment? How did this assignment help you improve as a writer? 
 
6. Assignment #3 – Cultural Analysis. What do you remember about this assignment? How 
did this assignment help you improve as a writer? 
 
7. Assignment #4 – Global Economics Discussion. What do you remember about this 
assignment? How did this assignment help you improve as a writer? 
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8. How do you feel that English 101C overall helped you improve as a writer? 
 
9. Do you believe that taking English 101C helped you with the following? 
 
 1 
Strongly 
Disagree 
2  
Disagree 
3 
Somewhat 
Disagree 
4 
Somewhat 
Agree 
5 
Agree 
6  
Strongly 
Agree 
a) Curiosity       
b) Openness       
c) Engagement       
d) Creativity       
e) Persistence       
f) Responsibility       
g) Flexibility       
h) Metacognition       
i) Rhetorical Knowledge       
j) Critical thinking       
k) Writing processes       
l) Knowledge of conventions       
m) Ability to compose in 
multiple environments 
      
 
10. Do you believe that your English 101C class met the course objectives? Why or why not? 
 
English 150 
 
1. When did you take English 150? 
 
2. Who was your instructor? 
 
3. Assignment #1: Where I’m From. What do you remember about this assignment? How 
did this assignment help you improve as a writer? 
 
4. Assignment #2: Letter and Map of ISU Campus. What do you remember about this 
assignment? How did this assignment help you improve as a writer? 
 
5. Assignment #3: Profile of ISU Program or Organization. What do you remember about 
this assignment? How did this assignment help you improve as a writer? 
 
6. Assignment #4: Place of Artifact Analysis. What do you remember about this 
assignment? How did this assignment help you improve as a writer? 
 
7. Assignment #5: Brochure of Assignment #3 or #4. What do you remember about this 
assignment? How did this assignment help you improve as a writer? 
 
8. Assignment #6 Portfolio. What do you remember about this assignment? How did this 
assignment help you improve as a writer? 
 
9. How do you feel that English 150 overall helped you improve as a writer? 
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10. Do you believe that taking English 150 helped you with the following: 
 
 1 
Strongly 
Disagree 
2  
Disagree 
3 
Somewhat 
Disagree 
4 
Somewhat 
Agree 
5 
Agree 
6  
Strongly 
Agree 
a) Curiosity       
b) Openness       
c) Engagement       
d) Creativity       
e) Persistence       
f) Responsibility       
g) Flexibility       
h) Metacognition       
i) Rhetorical Knowledge       
j) Critical thinking       
k) Writing processes       
l) Knowledge of conventions       
m) Ability to compose in 
multiple environments 
      
 
11. Do you believe that your English 150 class met the course objectives? Why or why not? 
 
English 101C & 150 
 
1. Do you feel like the objectives in English 101C and English 150 have taught you the 
skills necessary to be a successful writer at the university? Why or why not? 
a. If yes, what were the skills that you learned that have been helpful? 
b. If no, what skills do you think are necessary for students to learn? 
 
2. Do you have any other comments about your experience in English 101C and English 
150? 
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APPENDIX B. ENGLISH 101C SYLLABUS 
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APPENDIX C. ENGLISH 101C ASSGINMENT #1: ROLE MODEL PARAGRAPH 
 
 
   
Major Assignment #1 
Role Model Paragraph 
 
English 101C, Sec  
Instructor: 
Spring 2014  
   
 
Topic 
Introduce and describe a role 
model you have now or one that 
you had during an earlier time in 
your life. It must be someone 
you know personally. Write one 
long paragraph in which you 
discuss two or three 
characteristics you admire about 
your role model and how she or 
he has influenced you.   
Audience and Purpose 
Your readers – your classmates and instructor – want to be able to visualize the 
special characteristics your role model has. We also want to know why you 
chose this person: What did you learn from their example? Make sure you fully 
inform us with relevant details. Use facts you know personally: Do not gather 
information from outside sources.  
Planning and Drafting 
Following our work in Chapter 1, build three levels of development from a 
clear topic sentence with a controlling idea, to supporting points, to specific 
details in ONE PARAGRAPH. You must develop the supporting points with 
examples that illustrate his or her actions, attitudes, and behaviors, and 
describe how you are influenced by them. (Approximate length is 300-400 
words). Use the tools of MS Word to correctly format your document and 
always save back-up copies for your files.  
 
Readings: 
Chapter 1, pp. 3-42, Engaging 
Writing 2, 2nd Ed., Fitzpatrick, 
M., 2011.  
Steps to completing this 
assignment: 
Do all the assignments in Ch. 1 to plan 
and organize your topic, and apply the 
grammar points. 
Read the evaluation criteria to help you 
write a successful draft. 
Write and submit your first draft with 
correct document formatting and file 
name by due date: Jan. 19th (Sunday) 
Read the feedback and REVISE and 
EDIT the draft to best improve it. 
Do all Revision Checkpoint activities in 
Ch 1 and apply those to the draft. 
Submit the Revised Final Draft by due 
date Jan. 26th (Sunday) 
Evaluation Criteria (these are the required items for a successful paper) 
Context	
A topic sentence is the controlling idea that introduces the person and the characteristics discussed in the paragraph. 
Substance	
The supporting points are focused on explaining the admirable characteristics and how they influenced you 
Specific examples are used to illustrate the points being made. Background information is provided when needed.  
Organization	
Ideas are developed from general statement, to supporting points, to specific details. Transitions mark major points. 
Each supporting point is linked to the controlling idea. A concluding statement reinforces the main idea. 
Style	
Problems with grammar and mechanics are minimal and do not distract the reader. Uses required document formatting. 
Uses sentence combining with coordination and subordination. Word forms are correct, especially in topic sentence.  
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APPENDIX D. ENGLISH 101C ASSIGNMENT #1 RUBRIC 
 
Evaluation Rubric for Assign. #1 Role Model Paragraph: Name________________Sec____ 
Criteria Categories Ex
t
ra
 
G
o
o
d O
k
ay
 
So m
e 
La
c
k 
Context 
A topic sentence is the controlling idea that introduces the person and the characteristics 
discussed in the paragraph. 
Background information is provided when needed. 
Substance 
The supporting points are focused on explaining the admirable characteristics and how 
they influenced you. 
Specific examples are used to illustrate the points being made. 
Organization 
Ideas are developed from general statement, to supporting points, to specific details. 
Transitions mark major points. 
    
Each supporting point is linked to the controlling idea.  
A concluding statement reinforces the main idea. 
    
Style 
Problems with grammar and mechanics are minimal and do not distract the reader.  
Uses sentence combining with coordination and subordination. Word forms are correct, 
especially in topic sentence. 
Delivery 
Uses required document formatting and the paper is easy to read: font size and type, 
margins, indents, line spacing, full heading, and accurate file name 
    
Response Comments: 
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APPENDIX E: ENGLISH 101C ASSIGNMENT #2: CULTURAL ANALYSIS 
 
101C Unit 2 Wiki Requirements: 
Your group is creating a “Mash-up,” which means you are collecting many different pieces 
of information and organizing it as a new combination in a wiki. ALWAYS CITE THE 
SOURCE of where you gathered your pieces for your mash-up. Provide the URL and say 
where you got it, for example: 
 
A mash-up is a Web page or application that integrates complementary elements from two or 
more sources. (Definition from WhatIs.com, http://whatis.techtarget.com/definition/mash-up) 
 
The information above (the definition of a Mash-Up) is something I didn’t create it so I told 
you where I got it. Also, the image I use is credited to the source where I retrieved it. Citation 
is that simple! 
 
Here are all the things your wiki must have; you may add any creative ideas: 
Context 
• Opening page informs the audience what your wiki is about and who created it 
• The layout and design of the pages uses images, fonts, and colors to be appealing and easy to 
follow. 
Substance 
• Thoughtful choices are made to include useful portions and paraphrases of the source 
information. 
• Unnecessary information is edited out, or shortened and summarized. Original information is 
relevant and insightful, not just repetitive and general. 
• Images and Clips are carefully chosen to help explain the contents; Captions are added to 
explain what these items show 
Organization 
• Each page serves to organize the information. 99A table of contents shows all the pages. 
99There are no orphaned pages and there are links to navigate between pages. 
• A cogent plan was made that allows all the content to fit together logically for the audience. 
Style 
• AVOID PLAGIARISM: cite all the source material and only copy what is necessary – this is 
your mash- up so put your own work into constructing it. 
• Use the language and purpose of a Movie Review/Critique to present your opinions and ideas 
about your movie, but do not copy the existing reviews. (See the resource “How to Write a 
Movie Review). 
Delivery 
• Layout and design of the wiki shows attention to the look, space, and visual elements of web 
design. Problems with grammar and mechanics are edited and corrected out. 
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Part 2 - Major Assignment #2  
Critical Evaluation of Different 
Marriage and Family Traditions  
English 101C, Sec  
Instructor: 
Spring 2014 
   
Topic 
People everywhere have in common the fact that they meet other people, 
create communities, and form relationships. However, the roles 
individuals play in society and the expectations people have for 
themselves and others can be very different.  
Sometimes, the movies and other media show family roles, gender or sex 
roles, and married life as ideal and perfectly romantic, and sometimes 
they are shown filled with problems. In different societies and across 
generations, the roles men and women are expected to play, and even the 
significance of getting married or being single can share commonalities or 
have major differences. What have you noticed about social roles and 
societal expectations? 
Your task is to choose one of the following topics to compare and contrast using specific points of comparison (p. 
121): 
1. Compare young people’s expectations for marriage and the reality of married life. 
2. Compare the lives of men and the lives of women in your home culture. 
3. Compare married life and single life.  
4. Compare women’s roles in two generations. 
Purpose and Audience 
Discuss your own observations about two different aspects of social life by defining clear points of comparison 
(p.121 EW2). Your audience wants to know what you have personally experienced about this important aspect of 
your society. Explain what you think are the main similarities and differences and what you think about them. Do 
not search the Internet for what other people say about the topic; we want to know your personal perspective. 
Readings: 
Chapter 4, pp. 113-150, Engaging Writing 2, 2nd Ed., Fitzpatrick, M., 2011.  
Steps: 
Complete Part I, the group project on marriage and family in the movies.  
Do all the assignments in Ch. 4 to plan and organize your topic, and apply the grammar points. 
Use Criterion to build your outline and submit your draft for Automated Feedback before each of the following 
stages:  
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Planning and Drafting (approx. 750 words) 
Following our work in Chapter 4, this assignment will use the language conventions of a typical compare-and-contrast structure 
(p.134), and cohesion (pp.135-140). Plan topic sentences that cover each of your points of comparison (p. 121) in separate 
paragraphs and provide supporting details that fully develop each point. The controlling idea in your thesis statement will contain 
full noun clauses and noun phrases that incorporate your terms of comparison (see pp. 131-133, Revision Checkpoint 2). 
Use Criterion to compose your outline before composing your first draft there. Manage the format and file name of your drafts 
carefully as the formatting is lost in Criterion. Be sure you name your file with information that will help all of us keep track of 
which draft is which by whom.  
Peer Review 
Your instructor will assign the details for how to do this step. You are graded for the thoroughness of the response you give on 
your partner’s paper. The total grade for Major Assignment #3 part 2 is earned as follows: 
1. First Draft – submit for peer review after submitting to Criterion. 10pts based on timeliness and completeness.  
2. Peer Review –REVIEWER responds to partner’s essay with feedback. 15pts based on REVIEWER input on to another’s 
essay.  
3. Revised Draft – 25pts based on improvements from 1st Draft, application of revision checkpoint items, and attention to 
assignment goals.  
Final Draft – 50pts (100 pt scale) based on fulfillment of Evaluation Rubric Criteria. TOTAL: 100 pts. 
Evaluation 
Context	
A thesis contains a controlling idea naming the points of comparison in noun phrases of parallel form 
Opening contains the needed background information to establish the context of the topic  
Substance	
Contains specific discussion of comparable aspects with sufficient balance (p. 134) 
Each position is fully developed with clear reasoning  
Organization	
Each topic sentence is clearly linked to the controlling idea of thesis 
Ideas within paragraphs are logically developed and use all the cohesive strategies practiced in Ch.4 (135-
140) 
Transitions move the reader between paragraphs. 
Style	
Pronoun point of view is consistent 
Compare and contrast vocabulary and phrase structures are correctly used to signal relationships between 
ideas  
Cohesive devices use correct word forms for synonyms and word families 
Problems with grammar and mechanics have been edited out enough that they do not distract the reader.  
Uses required document formatting  
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￼￼￼APPENDIX F: ENGLISH 101C ASSIGNMENT #2 RUBRIC 
 
Evaluation Rubric for Assign. #2 Culture Analysis            Name________________Sec____ 
Criteria Categories Ex
t
ra
 
G
o
o
d O
k
ay
 
So m
e 
La
c
k 
Context 
A thesis contains a controlling idea naming the analytical categories in parallel form 
Opening contains the needed background information to establish the context of the topic 
Substance 
Supporting points are defined by a logical basis of division  
Each point is fully developed with a variety of details  
Organization 
Each topic sentence is clearly linked to the controlling idea of thesis.  
Ideas within paragraphs are logically developed and cohesive. Cohesive devices are 
applied. 
Transitions move the reader between paragraphs. 
    
A concluding paragraph reinforces the connection between the parts and the whole. 
    
Style 
Noun phrases are expanded to include more accurate and specific adjectives and nouns. 
Adjective clauses add more specific detail to your descriptions and provide deeper 
information in longer and more fluid sentences.  
Delivery 
Problems with grammar and mechanics HAVE BEEN EDITED OUT and do not distract 
the reader.  
Uses required document formatting (font, margins, indents, line spacing, full heading)  
    
Response Comments: 
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APPENDIX G: ENGLISH 101C ASSIGNMENT #3: CULTURAL ANALYSIS 
 
 
   
Major Assignment #3  
Cultural Analysis: Division and 
Classification  
English 101C, Sec  
Instructor:  
Fall 2013 
   
Topic 
Culture and ethnicity are very 
complicated concepts. Although 
there are many general categories we 
can put ourselves into – nationalities, 
religions, races –  it is difficult to 
define our ethnicity and the 
variations within each of us. This 
makes it a great topic for analysis, 
because analysis allows us to 
examine in detail the small 
component parts that make up the 
larger topic.  
Your task is to explain the component parts of either your ethnic identity, or your 
city or neighborhood, or the daily activities of an ordinary person living in your 
cultural setting. Determine a basis for division and the categories for analysis that 
will best explain aspects of your culture that your audience will find very insightful 
and interesting. Avoid telling us obvious and well-known facts. Choose only ONE 
of the following topics: 
1. Explain your ethnic identity by identifying and illustrating a few 
aspects of what comprises your ethnic identity. 
2. Analyze the various parts of your native city. Give us a composite look 
at the different neighborhoods and what each contributes to the culture 
of the city as a whole. 
3. Take us through the average life of a person who lives within your 
ethnic community. This should be an ordinary person: You may know 
one person in particular who would be a good subject, or you may 
combine what you know about a few people to create a composite 
character who represents a part of your culture.  
Audience and Purpose 
We probably know many of the surface things about your culture that we can read 
in a magazine or see on television. We want you to explain to us your personal 
perspective on your ethnic group. The goal of analysis is to take a larger concept 
(like family relations or traditions) and break it into smaller and smaller elements 
(like how skills are taught, stories are told, chores are divided, expectations are set, 
illnesses are treated, etc.) so that the small components end up revealing more 
about the topic than if it were discussed as a whole. You want reveal the details of 
the components so that we know the larger composite from the inside out.  
Readings: 
Chapter 2, pp. 43-72, Engaging 
Writing 2, 2nd Ed., Fitzpatrick, M., 
2011.  
Steps to completing this 
assignment: 
Do all the assignments in Ch. 2 to plan 
and organize your topic, and apply the 
grammar points. 
Read the evaluation criteria to help you 
write a successful draft. 
Use Criterion to build your outline and 
submit your draft for Automated Feedback 
before every one of the following stages:  
Develop a draft in Criterion. 
Do all Revision Checkpoint activities in 
Ch 2 and apply those to the draft. 
Write and submit a draft for Peer Review 
by due date:  
Conduct a thorough Peer Review of a 
classmate’s paper and submit your 
comments by: 
Read the Peer feedback carefully and 
REVISE and EDIT the draft to best 
improve it. Submit first Revision for 
instructor review by: 
Read the instructor feedback carefully and 
REVISE and EDIT the draft to best 
improve it. 
Submit the Revised Final Draft by due 
date: 
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Planning and Drafting 
Following our work in Chapter 2, this assignment focuses on expanding a simple outline of a 3-level paragraph to a larger thesis 
with clear categories of analysis that will serve as your controlling ideas. Plan topic sentences that cover each of your analytical 
categories in separate paragraphs and provide supporting details that fully develop each component.  
Use Criterion to compose your outline before composing your first draft. Chose the appropriate outline plan for your topic. You 
may switch back and forth from MSWord, Criterion, and Google Docs for peer response, but you will need to manage your 
drafts carefully. Be sure you name your file with information that will help you keep track. For example: 
 “YOURLASTNAME_Firstname_FirstDraftAssign2.doc” and then change the FirstDraft to PeerDraft to 
PeerDraftComments to RevisedDraft to FinalDraft as you change the drafts – or something like this that enables you 
AND your instructor AND your classmates to know the difference between everyone’s different drafts. 
Peer Review 
We will conduct a round of peer review. Your instructor will assign the details for how to do this step. It is a graded activity – 
You are graded for the thoroughness of the response you give on your partner’s paper. The total grade for Major Assignment #2 
is earned as follows: 
1. First Draft – submit to moodle and google drive for peer review after submitting to Criterion. 10pts based on timeliness and 
completeness.  
2. Peer Review –REVIEWER responds to partner’s essay with feedback. 15pts based on REVIEWER input on to another’s 
essay. Reviewed document is saved in google drive and a copy is submitted by reviewer to moodle. 
3. Revised Draft – 25pts based on change from 1st Draft, application of revision checkpoint items, and attention to assignment 
goals.  
4. Final Draft – 50pts (100 pt scale) based on fulfillment of Evaluation Rubric Criteria. TOTAL: 100 pts. 
Evaluation Criteria 
Context	
A thesis contains a controlling idea naming the analytical categories in parallel form (p. 60) 
Opening contains the needed background information to establish the context of the topic 
Substance	
Supporting points are defined by a logical basis of division (p. 49) 
Each point is fully developed with a variety of details (p. 66)  
Organization	
Each topic sentence is clearly linked to the controlling idea of thesis.  
Ideas within paragraphs are logically developed and cohesive. Cohesive devices are applied (p. 61-63) 
Transitions move the reader between paragraphs. 
Style	
Noun phrases are expanded to include more accurate and specific adjectives and nouns. (p. 66-68) 
Adjective clauses add more specific detail to your descriptions and provide deeper information in longer and more fluid 
sentences. (p. 68-71) 
Problems with grammar and mechanics are minimal and do not distract the reader. Uses required document formatting. 
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APPENDIX H. ENGLISH 101C ASSIGNMENT #3 RUBRIC 
 
Evaluation for Assign. #3 Part 2: Critical Evaluation and Comparison 
Name_____________________Sec____ 
Criteria Categories 
Ex
tr
a 
G
o
o
d 
O
ka
y 
So
m
e 
La
ck
 
Context 
A thesis contains a controlling idea naming the points of comparison in noun phrases of 
parallel form 
Opening contains the needed background information to establish the context of the topic 
Substance 
Contains specific discussion of comparable aspects with sufficient balance 
Each position is fully developed with clear reasoning 
Organization 
Each topic sentence is clearly linked to the controlling idea of thesis     
Ideas within paragraphs are logically developed and use all the cohesive strategies 
practiced in Ch.4, pp 135-139 
    
Transitions and cohesive devices move the reader between paragraphs 
    
A concluding paragraph reinforces the connection between the parts and the whole 
    
Style 
Pronoun point of view is consistent 
Compare and contrast vocabulary and phrase structures are correctly used to signal 
relationships between ideas  
Cohesive devices use correct word forms for synonyms and word families 
Delivery 
Problems with grammar and mechanics have been edited out enough that they do not 
distract the reader 
Uses required document formatting: font, margins, indents, line spacing, full heading 
    
Response Comments: 
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APPENDIX I. ENGLISH 101C ASSIGNMENT #4: GLOBAL ECONOMICS 
 
 
   
Major Assignment #4: Discussion 
of Global Economics 
 
English 101C, Sec  
Instructor:   
Spring 2013  
   
Topic 
The wealth of nations is considered 
by many to be the amount of capital 
they can derive out of the resources 
they produce. A nation that 
successfully uses its available 
resources for production is 
considered a developed country and 
one that does not is called 
underdeveloped. Yet in both circumstances, developed and 
underdeveloped, the wealth derived from development is not shared 
equally among the population. The problem of income disparity and 
unequal access to goods and services plagues all nations. Further 
development or globalization of economic markets may improve this, or 
may cause it to worsen. Furthermore, the environmental cost of 
development can create further poverty and degraded living standards even 
while it generates capital. Specific economic or political policies may 
broaden or narrow the gap between rich and poor. Some say that any 
economic growth is good, no matter what the cost or how it is distributed. 
Whatever the case, it is important to look at the factors causing this 
problem and to form educated ideas on this essential topic.  
Your task is to look into what is said in the news about the root causes and 
subsequent effects of economic development and resource distribution. 
You must analyze the reasons and results given in an article you find, 
explain them in your paper, and discuss your own thoughts on what those 
reasons are. You may EXTEND the position in your reading by agreeing, 
or you may DISTINGUISH your thoughts from the position of the 
reading by disagreeing. Either way, you will ADD your comments to the 
conversation to lengthen the discussion. Search in the resources given by 
your instructor for an article about one of the following (or related) 
areas: 
1. The effects of globalization on a country, region, or city. 
2. The reasons why a country has a strong, weak, or variable economy. 
3. The effects of a specific event that brought about positive, negative, or 
mixed economic results in a country, region, or city. This can be a 
natural disaster (like an earthquake or flood), a major development 
policy (like modernization, or new industry), a political change, a trade 
agreement (like the Euro-zone, or OPEC), a war, or other action.  
Readings: 
Chapter 3, pp. 73-112, Engaging 
Writing 2, 2nd Ed., Fitzpatrick, M., 
2011;  
A credible news article on the 
effects of economic development – 
you choose the article and provide 
the source information. 
Steps to completing this 
assignment: 
Do the assignments in Ch. 3 and select an 
article for summarizing and discussing. 
Plan the best structure and apply the 
language and grammar points of Ch. 3. 
Read the evaluation criteria on this sheet 
to help you write a successful draft. 
Use Criterion to build your outline and 
submit your draft for Automated Feedback 
before each of the following stages:  
Do all Revision Checkpoint activities in 
Ch 3 and apply those to the draft. 
Write and submit your first draft for Peer 
Review by due date:  
Conduct a thorough Peer Review of a 
classmate’s paper and submit your 
comments by  
Read the Peer feedback carefully and 
REVISE and EDIT the draft to best 
improve it. Submit first Revision for 
instructor review by   
Read the Instructor feedback carefully and 
REVISE and EDIT the draft to improve it 
to match all the evaluation criteria. Submit 
the Revised Final Draft by  
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Audience and Purpose 
We need to know the reasons and consequences given in the article you read. We need you to summarize the main points, and 
choose specific supporting details from the article to explain those points. We do not want you to copy the words and ideas of the 
author; we want you to understand the topic so that you can explain it in your own words. Your purpose is to be a true 
academic reader and thinker by digesting the article and restating it. We also want you to add your thoughts to extend the 
conversation. You join the academic community when you contribute your position to the discussion.  
Planning and Drafting 
Following our work in Chapter 3, this assignment focuses on explaining circumstances that lead to specific consequences. Focus 
your writing on the direct relationships between events and their results so that you explain either the sequence or the main 
factors of how those results occur. Start with choosing an article that describes the causes and effects of an aspect of global 
economics that you are very interested in examining. Remember, it will be very difficult to write this paper if you are not 
interested in the article you choose or you do not understand it very well. After describing in your own words what the article 
explains, you need to have an opinion of your own to add to the discussion. You should extend the discussion on every aspect of 
the original article. Your instructor will guide you to appropriate resources for articles. These will be credible world news outlets.   
Use Criterion to compose your outline before composing your first draft. Choose the appropriate outline plan for a cause and 
effect structure. You may switch back and forth from MSWord, Criterion, and Google Docs for peer response, but you will need 
to manage your files carefully. Create a file name with information that will help you keep track. For example: 
 “YOURLASTNAME_Firstname _Assign4_FirstDraft.docx” and then change the FirstDraft to RevisedDraft, etc.  
Peer Review 
Your instructor will assign the details for how to do this step. It is a graded activity – You are graded for the thoroughness of the 
response you give on your partner’s paper. The total grade for Major Assignment #4 is earned as follows: 
1. First Draft – submit to moodle for peer review after submitting to Criterion. 10pts based on timeliness and completeness.  
2. Peer Review –REVIEWER 15pts based on REVIEWER input on to another’s essay. 
3. Revised Draft – 25pts based on change from 1st Draft, and the application of revision checkpoints and assignment goals.  
4. Final Draft - 50pts based on fulfillment of Evaluation Rubric Criteria. TOTAL: 100 pts. 
Evaluation 
Context	
Full introduction sets the context (time period, people, place) and introduces the major factors involved (pp. 90-91) 
A thesis states the causes and effects of the phenomenon discussed in the essay  
Substance	
The original article is explained and developed fully with sufficient examples  
Includes an extended discussion of the points made in the original article, either in agreement or in disagreement.  
Unity of topic is maintained by eliminating unrelated material and keeping only connected ideas (pp. 96-99) 
Organization	
A logical order is followed and cohesion is created– either time, sequence, or order of importance of the factors (p. 94) 
Extended commentary is integrated into the paragraphs as a unified part of the whole discussion and conclusion 
Style	
Verb tense is correct and consistent. Cause and Effect vocabulary structures are used (pp. 103-111) 
Problems with grammar and mechanics are minimal and do not distract the reader. Uses required document formatting. 
PROVIDES an ACCURATE APA or MLA citation of the article  
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APPENDIX J. ENGLISH 101C MAJOR ASSIGNMENT #4 RUBRIC 
 
Major Assignment #4 Evaluation Rubric  
 Name_________________________Sec______ 
 
Context 90+ 80+ 70+ 50+ 
Full introduction sets the context (time, people, place) and major factors of the topic     
A thesis states the causes and effects of the phenomenon discussed in the body     
Substance     
The original article is summarized, explained, and developed with sufficient examples      
Includes an extended discussion, with evidence, for each of the points made in the 
summary 
    
Unity of topic is maintained by eliminating unrelated material and keeping only 
connected ideas 
    
Organization     
A logical order is followed and cohesion is created     
Extended commentary is integrated into the paragraphs as a unified part of the whole 
discussion and conclusion 
    
Style     
Verb tense is correct and consistent.      
Cause and effect vocabulary structures are used effectively.     
Errors in grammar and mechanics have been edited out of the final draft.     
Delivery     
Uses required document formatting     
Provides an accurate APA or MLA citation of the article and names it in-text     
 
 
  
  
APPENDIX K: 
 
English 150: Exploring the University
 
“ . . . place is not just a thing in the world but a way of understanding the world . . . when we 
look at the world as a world of places we see different things. We see attachment and 
connections between people and place. We see worlds of meaning and exper
Place: A Short Introduction
 
“ . . . place is pause; each pause in movement makes it possible for location to be transformed 
into place.” (Yi-Fu Tuan, Space and Place
“Good writing may be the quintessential 21
of English) 
 
Instructor:                                 
Office Hours and Email: 
 
Textbooks and Materials
 
Lunsford, Andrea. The Everyday Writer, 5
(required) 
Trimbur, John. The Call to Write: Exploring the University
Wadsworth Cengage Learning, 2012. 
ISUComm Foundation Courses Student Guide for English 150 and 250, 
Department of English, 2013 
1 Flash drive on which to save all your English 150 work. 
Objectives 
The purpose of English 150 is to prepare you for communicating successfully in your 
academic courses, as well as 
National Council of Teachers of English calls the importance of 21
most of the course will be devoted to writing, but you will also practice and analyze 
oral, visual, and electronic communication. You’ll also compile and reflect on a portfolio 
of your work. In particular, at the end of English 150 you should be able to:
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ience.” (Cresswell, 
, 11) 
 6) 
 
st-century skill.” (The National Council of Teachers 
    Office:
 
 
th edition. Boston: Bedford/St. Martin’s, 2012. 
 (customized edition). Boston: 
(required) 
Iowa State University, 
– 2014. (revised annually, required, and not returnable)
(required) 
in your work, personal, and civic lives. Because of what the 
st-century literacies, 
 
 
 
 
 
 
  
 
110
Outcomes 
Written 
• adapt your writing to specific purposes, audiences, and situational contexts 
• integrate and document a range of informational sources, from personal interviews 
to print and electronic publications 
• practice varied organizational strategies and transitional devices 
• match expression to situation and audience, avoiding errors that distract or confuse 
• design effective presentation forms by attending to spacing, margins, headings, 
color, and typography 
• develop strategies to revise your own writing 
• reflect upon your communication processes, strengths, goals, and growth  
Oral 
• interview others, asking effective questions and listening actively 
• function as an effective team member in small groups as contributor, listener, 
collaborator, and presenter 
• develop basic oral presentation skills, focusing on meaningful information, clear 
organization, and engaging delivery 
Visual 
• use typography effectively, particularly in creating headings and subheadings 
• create an appropriate layout format for a bookmark, brochure, fact sheet, or 
newsletter  
• analyze visual communication, such as art on campus 
• use visuals effectively (e.g., imported, scanned, or digital pictures) and integrate 
them with written texts 
• accurately document visual sources 
Electronic 
• use appropriate format, voice, and language in a professional email (e.g., 
correspondence with an instructor) 
• use word processing skills, including making headings, attachments, tables, etc. 
• create an electronic composition (e.g., poster, communication eportfolio) 
• choose one or more suitable media for delivering a communication to its intended 
audience 
 
Note: If you are a non-native speaker of English, to be eligible for English 150 you must 
have taken the English Placement Test for Non-native Speakers of English and you must 
have completed the requirements based on your results. You may not take English 150 
concurrently with a 101 class. If you are enrolled in English 150 without meeting the 
prerequisites, you must drop or you will receive an F regardless of the work you may 
choose to complete and submit. 
Assignments 
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All work completed outside of class should be typed. Make sure you have a backup 
copy of all work before you turn it in to be graded. Major assignments will be 
penalized one letter grade (from B to C) for each day they are late and after two class 
periods, the work will not be accepted and an F will be recorded for it. Not completing 
all major assignments seriously jeopardizes your ability to receive a passing grade at 
the end of the semester. 
 
In addition to major assignments, there will be shorter assignments to practice 
strategies important to a major assignment or to explore visual and oral 
communication. Shorter assignments are important components of your process, and 
failure to complete them may result in a failing grade for that assignment.  
 
Class Attendance and Participation 
One of the consistent components in the ISUComm Foundation Courses is the 
attendance policy. Classes are in a discussion/workshop format and depend on your 
active learning; therefore, regular attendance and productive, courteous participation 
with classmates and the instructor are important. Absences damage your grade in the 
class and create the probability that you’ll need to drop the course. Much of what we do 
in English 150 cannot be rescheduled for you individually, made up, or accepted late, 
regardless of your reason for missing class. To ensure that you stay on track with your 
attendance and submission of work, the following policies, developed by the Director of 
ISUComm Foundation Courses, will be enforced in sections of English 150: 
• Missing more than four classes (MWF) or three classes (TTH) will lower 
your grade, and excessive absences (three weeks of classes) will result in a 
failing grade for the course.  
o Specifically, if your absences total five – eight (MWF) or four – five (TTH), 
your class grade is reduced two increments (a B+ becomes a B-; a C 
becomes a D+). This happens for the range of 5 – 8 (MWF) or 4 – 5 (TTH) 
absences, not for each individual absence within the range. Even so, the 
impact on your grade is severe once you go over your allotted number 
(four on MWF or three on TTH).  
o After a total of nine (MWF) or six (TTH) absences, you must drop the 
course or you will receive an F.  
• Even with a valid reason to miss, you can accumulate so many absences in a 
semester that your work and classroom experience are too compromised 
for you to remain in the class. The Director of ISUComm Foundation Courses 
and your instructor will advise you and your advisor if your absences—
regardless of their reason—are too numerous for you to remain in English 150 
and you need to drop the class and take it in a semester when your schedule 
permits regular attendance.  
o Please do not assume that exceptions will be made for you. If you are 
concerned about the number of times you anticipate missing, speak to 
your instructor immediately. If there is a medical condition, you must 
speak to the Disability Resources Office at the beginning of the semester 
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(see page 4 of this document). If the time of day for the class is not 
convenient for you, you need to speak to your adviser. 
• If you are more than 15 minutes late to class, you will be counted absent. 
• Missing during group work or on the day of your oral presentation means 
taking an F for that activity, as it cannot be made up individually. 
• When classes are cancelled for scheduled conferences, missing a scheduled 
individual or group conference counts as an absence.  
• Your adviser will also be notified of attendance issues that threaten your ability 
to pass the class and you may receive a midterm low-grade report because of 
your attendance. 
• Do not schedule travel that requires you to leave campus early for 
Thanksgiving Break or for semester break, as this could conflict with your 
class and/or your final exam. Your instructor cannot make individual 
arrangements for you. 
 
Evaluation 
Assignment 1  In-Class 
Writing: Where I’m From (Week 1)   feedback 
Assignment 2 Sharing Experiences: Letter-as-Essay and Map (Weeks 2-3)    20% 
Group Activity (2.5) Exploring Campus Program or Organization: Public Document  
 and Profile (Weeks 4-5, preparation for #3) feedback and participation grade 
Assignment 3  
Understanding Campus Place or Artifact: Report and Commentary  
(Weeks 6-8)     25% 
Assignment 4 Composing Visual Communication (Weeks 9-10)   20% 
Assignment 5 Portfolio (Weeks 12-15)   20% 
Part of the portfolio is due during Final Exam time (Week 16); there are no 
exceptions to our class final exam time designated by ISU 
Large- and Small-Group Work, University Lecture Write-Up)   15% 
End-of-Semester Portfolio 
After you’ve completed the first 5 major individual assignments of the semester, you 
will revisit these projects to compile a presentation portfolio worth 15% of your 
semester grade (See Assignment # 6 under Grading and Evaluation).  This portfolio’s 
purpose is to present your communication work and your ability to reflect on and 
project ahead about this work.   
 
To showcase your learning, you’ll select from your previous work, revising one major 
piece of writing (the “W” mode on which English 150 concentrates most heavily), 
presenting other parts of your work to demonstrate your competence in the related 3 
modes (-OVE—oral, visual, and electronic). You’ll write a reflection on these pieces to 
discuss changes you made to the originals, why, and to assess the new versions. 
 
Specifically, the portfolio components are: 
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• Portfolio conference with your instructor (in which you lay out what pieces your 
portfolio will include and what sorts of issues you will discuss as you reflect on 
them—during Week 13)  
• Portfolio (the first 3 parts will be due during Week 15; the last part—closing 
reflection—will be written in class during your university-scheduled final 
exam period) 
o Introduction to and closing reflection on the portfolio’s work 
o Revision of a writing (W) and reflection 
o -OVE products and reflection  
Because it’s not possible to know exactly what you’ll include in this final portfolio or 
what you’ll say about your chosen pieces right now, it is very important to save 
everything you do in 150, both in electronic and hard copy, so that you have a lot of 
material from which to draw when you begin to put your portfolio together.  
Grades 
In English 150 and 250, as in other university courses, the work required of you at the 
university is different in type and level of difficulty from what you did in high school.  
Expectations are higher since your work is now in a pool with that of others who are 
pursuing degrees post-secondary school degrees. Instructors will evaluate your work so 
that its grade reflects the quality of work when compared to university expectations. 
 
Students admitted to the university are assumed to be able to perform satisfactorily 
(earning Cs); however, earning As and Bs at the university level requires strong, 
consistent effort. The grade descriptions below reflect that reality. Notice that the C 
description describes work that is “satisfactory,” “clear,” and “competent” with “nothing 
remarkably good or bad.” If you received As and Bs for work that met this description in 
high school and expect the same at the university, your understanding of university 
grading may be unrealistic.  
 
Your assignment sheets in English 150 and 250 include evaluation criteria and 
your instructor will provide multiple forms of feedback on your work, including a rubric 
and comments.  Start assignments early and work steadily to avoid last-minute rushing. 
If you are surprised by a grade, make an appointment with your instructor if you do not 
understand what you can do differently on subsequent work. Refer to your textbooks 
(The Call to Write: Exploring the University, The Everyday Writer, and the ISUComm 
Foundation Courses Student Guide, 2013 - 2014), as many common questions are 
answered in your texts. See especially pages 31-33 in your ISUComm Student Guide, 
2013 – 2014. Your instructor will provide rubrics for each assignment so you can focus 
your efforts. 
 
A  Excellent and outstanding. The qualities of a B assignment, plus imagination, originality, 
and engaging expression. Writer responds thoughtfully and creatively, requiring very 
little or no revision. 
B  Thorough analysis of and satisfactory solution to the communication task; good 
organization and solid expression. Writer responds fully, requiring some revision. 
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C  Satisfactory analysis of the communication task, clear organization, and competent 
style; nothing remarkably good or bad. A C means your work meets the demands of the 
assignment in a minimally acceptable way. Writer responds mostly competently, requiring 
focused, substantive revision. 
D  Presence of a significant defect in context, substance, organization, style, or delivery in a 
lackluster paper; incomplete analysis of the communication task. Writer responds 
incompletely, requiring extensive revision. 
F  Inadequate coverage of essential points, uncertain or misguided purpose, poor 
organization; ineffective and inconsistent expression; significant defects in standard 
usage; inadequate or inappropriate analysis of the communication task. Writer 
responds inadequately; paper is not acceptable. 
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APPENDIX L: ENGLISH 150 ASSIGNMENT #1: WHERE I’M FROM 
 
English 150 – Assignment #1 (Ungraded, but Evaluated) 
Where I’m From: In-Class Writing  
Fall 2013 
  
Description and Analysis of Your Hometown 
We are all from somewhere: many of us are born and bred Iowans while others of us are 
from surrounding states, far away states, or even another country. But we are all from 
somewhere. Furthermore, most of us recognize, even subconsciously, that place is more than 
a physical location or a set of coordinates we can type into a GPS. It is about all the 
memories, feelings, events, and people we associate with a particular place. The focus of this 
assignment, then, is to describe the place you call home: it might be your block, 
neighborhood, town, township, city, state.  
 
Planning and Drafting 
To describe your home, consider the following prompts: 
 
• How do you define “home”? What makes a home a home? 
• What makes your home “home”?  
• What does it look like: rolling fields of corn, dirt roads, concrete streets, major 
highways?  
• When you think of home, what events and experiences do you associate with it? What 
immediately comes to mind? Why are these impressions, memories, and experiences 
important to you? 
 
To focus your essay, pick two or three experiences, memories, or people that you can 
describe briefly but specifically.  Be sure to discuss why each is significant and how they 
relate to your overall feeling about your home and what makes your home “home.” 
 
When you turn in your final draft at the end of the period, include any drafts or notes that you 
generated while writing this short essay. 
 
Some Evaluation Criteria  
Context 
• Clearly states your attitude toward various experiences, memories, and people 
associated with home 
Substance 
• Provides specific and relevant examples or experiences that support the stated 
attitude 
Organization 
• Is appropriately organized into paragraphs, one main idea per paragraph 
Style 
• Contains few errors in mechanics 
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APPENDIX M. ENGLISH 150 ASSIGNMENT #2: LETTER 
 
English 150 
Assignment #2: Sharing Experiences: Letter-as-Essay and Map  
Fall 2013 
Date Due __________________________ 
Peer Response (complete rough draft and map ready)  
 
“To be at all—to exist in any way—is to be somewhere, and to be somewhere is to be in 
some kind of place . . . We are surrounded by places. We walk over and through them. We 
live in places, relate to others in them, die in them. Nothing we do is unplaced.”  
(The Fate of Place, Edward Casey, ix) 
 
Using your visual representation of a place at ISU (your map, below) as brainstorming and as 
a guide, describe an ISU campus place emphasizing its significance to you. Your goal is to 
visually depict, describe, and explain the part of campus (perhaps a building, a portion of 
landscape, a piece of art, some plantings) for its meaning to you. What does it represent to 
you and how does this resonate with ISU campus history, particular location, and its 
educational mission? You will need to refer to information on the ISU website about the ISU 
mission, its status as a land grant university, the vision its founders had for it, and how the 
campus has been designed and developed over the years to reflect these. 
  
In particular, the letter-as-essay example and discussion (pp. 112 – 117 CW) has the purpose 
of writing to share meaningful experiences with an audience. As John Trimbur, the author of 
The Call to Write says, “By re-creating experiences from the past and exploring their 
significance, [writers] identify the continuities and discontinuities in their own lives. Writing 
[letters] . . . is at least in part an act of self discovery . . . .” (129). Be certain that you position 
yourself in the campus place and show how, as a place, the campus is influencing you right 
now.  
As part of your planning, you will create a map reflecting your personal interactions, 
pathways, priorities, and strongest impressions right now at ISU. Consider your audience and 
what you are trying to accomplish: Why would you want to share this place and map with an 
audience? What might others gain from it? What do you gain from it? How can you select 
and organize information so that your intentions are met with this audience? How does your 
visual enhance the letter-as-essay? A contributor to This I Believe, says this in her piece “I 
Believe in Maps”:  
Places dreamed or read about, spread out before us in two dimensions are located at 
the tip of our fingers, waiting for our feet to follow. Start here . . . I believe in maps. I 
believe in the two-dimensional perspective that anything is possible, real-time 
experience, possibility and sailing the rough and colorful sea of life. (Carla, 2006, 
http://thisibelieve.org/essay/12405/) 
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Planning and Drafting 
Use Writing Assignment (bullet) #4, page 117 in The Call to Write—a letter to a younger 
relative, a family member, or a friend not at ISU right now—as your context, purpose, and 
audience for this project. After making your map, consult pages 118 – 123 CW (Invention, 
Planning, Working Draft, Peer Commentary, and Revising in Chapter 4 CW). Your textbook 
identifies several qualities of effective writing about experiences (in this case, you are writing 
about experience with place), from thinking about purpose, to selecting detail and thinking 
about arrangement of that material, to writing beginnings and endings of this paper. It is 
especially important to be clear about your purpose (why you have chosen to share this map, 
rendered in this particular way, and its representation of the place’s meaning to you?).  
Answer the “So what?” question, in other words. 
 
Mapping your Place 
All that we experience happens in some place. Creating maps of the places we inhabit can 
provide tangible representations of how places shape our perspectives and how our current 
perspectives shape how we see our places. Maps are a way of feeling more at home in a 
place, and personal maps allow us to factor our emotional reactions to place into our work. 
Therefore, maps of our places can provide a wealth of ideas for what to write about. 
 
To help “invent” or brainstorm ideas for your paper, draw a map of your current experience 
as a student at Iowa State University. Locations to place on your map might include: 
 
• The place on campus or in Ames where you live 
• Common routes of travel (to your classes, to lunch, to club meetings, etc.) 
• Locations of people who are important in your life right now 
• Favorite places for entertainment, studying, exploring, relaxing 
• Places where memorable things happened 
• Landmarks, bodies of water, physical features of the place 
• Tucked-away places that surprise or interest you 
 
Make sure to consider the scope and scale of your map. Is all of campus or Ames important 
to you, or just certain places? Does your map extend past Lincoln Way, into the cemetery in 
the northwest corner of campus, or into the library basement? If it is necessary to map the 
interior of a place, you might consider including an “inset” map to show more detail. Try to 
provide the most accurate representation of your campus place as YOU see it. But also 
know that this is not a formal cartography lesson, and you are hand-drawing with on regular 
paper. Your artistic ability is not the point here. How your map reveals the meaning you are 
making of your new campus place is the point! 
 
Evaluation Criteria 
At a minimum, your paper needs to satisfy these criteria. However, the grade is based not just 
on whether a feature is present or not, but on how well it has been integrated into your paper. 
Also see your ISUComm Foundation Courses Student Guide, 2013 – 2014 about evaluation 
of individual projects.  
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Context 
• Thoughtful and perceptive treatment of topic; original approach; scope sufficiently narrow 
• Purpose for writing is clear (educate, entertain, persuade) and consistent throughout the 
paper. The “So what?” question is answered 
• Clear sense of audience and consistent attention to audience’s needs. Introduction engages 
audience’s interest 
Substance 
• Content is fully developed, relevant, and substantial; detail carefully chosen and specific 
Organization 
• Focuses on a precise, interesting and insightful point or thesis that guides development and 
organization 
• Introduction provides overview of organization. Conclusion sums up key points 
• Sequence follows a logical arrangement for this material appropriately organized into 
paragraphs. Relationship among ideas is clear; coherent; transitional devices used to guide 
reader 
• Document looks like a letter 
Style 
• Expression is clear and concise.  Good choices in use of dialogue, details, visuals 
• Vocabulary is precise, vivid and appropriate word choice 
• Conventions/Correctness: Writing is free from sentence-level errors and word choice errors 
Delivery 
• Consistency in typography, headings. Visuals appropriately integrated into text  
• Map is understandable with useful labels 
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APPENDIX N: ENGLISH 150 ASSIGNMENT #2 RUBRIC 	  	  
Assignment	  #2:	  Letter	  
and	  Map	  
Excellent	  	  (Writer	  responds	  thoughtfully	  and	  creatively,	  requiring	  little	  or	  no	  revision)	  
Good	  	  (Writer	  responds	  fully,	  requiring	  some	  revision)	   Fair	  	  (Writer	  responds	  mostly	  competently,	  requiring	  focused,	  substantive	  revision)	  
Needs	  Work	  	  (Writer	  responds	  incompletely,	  requiring	  extensive	  revision)	  
Context	   Clear	  and	  engaging	  articulation	  of	  context	  and	  purpose;	  the	  reader	  is	  well	  oriented	  from	  the	  outset:	  	  
Adequate	  articulation	  of	  context;	  the	  introduction	  is	  mostly	  engaging	  and	  the	  reader	  is	  mostly	  well	  oriented	  from	  the	  outset:	  
Paper’s	  introduction	  is	  not	  engaging,	  and	  orientation	  for	  the	  audience	  is	  inadequate:	   Paper	  does	  not	  meet	  audience	  needs	  by	  not	  providing	  engagement	  and	  orientation	  at	  the	  outset:	  	  
Introduction	   Introduction	  engages	  the	  audience,	  making	  the	  reader	  want	  to	  read	  more.	  Opening	  paragraphs	  orient	  the	  reader	  to	  the	  topic	  and	  the	  purpose	  of	  the	  letter.	  Avoids	  introductory	  clichés	  not	  related	  to	  context.	  Approach	  to	  topic	  shows	  evidence	  of	  original	  thinking	  and	  attention	  to	  interesting	  details.	  
Introduction	  uses	  adequate	  details	  to	  develop	  reader	  interest.	  Opening	  paragraphs	  mostly	  orient	  the	  reader	  to	  the	  topic	  and	  the	  purpose	  of	  the	  letter.	  Some	  introductory	  clichés	  may	  appear.	  Approach	  to	  topic	  is	  conventional.	  	  
Introduction	  may	  use	  some	  stock	  or	  cliché	  phrasing	  rather	  than	  interesting	  details,	  giving	  the	  reader	  little	  reason	  to	  continue	  reading.	  	  Opening	  paragraphs	  are	  vague	  and	  provide	  little	  orientation	  to	  the	  topic	  and	  purpose	  of	  the	  letter.	  Strategy	  for	  approaching	  the	  topic	  is	  more	  writer-­‐oriented	  and	  not	  readily	  apparent	  to	  the	  reader.	  
The	  introduction	  is	  not	  relevant	  to	  the	  letter’s	  topic	  and	  purpose.	  Topic-­‐relevant	  information	  is	  missing	  from	  the	  introduction	  to	  orient	  the	  audience.	  	  
Purpose	   Approach	  to	  topic	  shows	  evidence	  of	  original	  thinking.	  Purpose	  of	  letter	  goes	  beyond	  a	  description	  of	  campus	  place	  to	  engage	  reader	  in	  a	  complex	  and	  nuanced	  description	  of	  campus,	  its	  meaning,	  and	  the	  relationship	  to	  ISU	  history.	  Purpose	  for	  writing	  is	  clear	  and	  provides	  an	  answer	  to	  the	  reader’s	  “So	  what?”	  question.	  
Writer	  goes	  beyond	  a	  description	  of	  campus	  place	  to	  engage	  reader	  in	  a	  complex	  description	  of	  campus,	  but	  meaning	  and	  the	  relationship	  to	  ISU	  history	  or	  mission	  may	  be	  incomplete.	  Purpose	  for	  writing	  is	  stated	  but	  lacks	  strategy	  for	  developing	  interest,	  leaving	  reader	  searching	  for	  reason	  to	  read	  on.	  
Author	  adequately	  describes	  campus	  place	  but	  only	  mentions	  its	  meaning	  and	  its	  relationship	  to	  ISU	  history	  or	  mission.	  By	  end	  of	  first	  page,	  reader	  may	  be	  somewhat	  unclear	  about	  writer’s	  purpose	  and	  therefore	  is	  less	  motivated	  to	  continue	  reading.	  The	  “So	  what?”	  question	  is	  answered	  in	  a	  minimal	  or	  incomplete	  way.	  	  
Main	  points	  are	  not	  discussed	  in	  the	  first	  page.	  Letter	  omits	  or	  is	  incomplete	  in	  its	  description	  of	  campus	  place	  and	  does	  not	  address	  its	  meaning	  or	  relationship	  to	  ISU	  history	  or	  mission.	  Reader	  cannot	  discern	  purpose	  of	  the	  paper.	  The	  “So	  what?”	  question	  is	  not	  answered	  for	  reader.	  	  
Substance	   Content	  is	  well	  selected	  and	  developed;	  focus	  is	  clear	  and	  audience’s	  needs	  are	  accounted	  for:	  
Content	  is	  mostly	  well	  selected	  and	  developed	  to	  meet	  most	  of	  the	  audience’s	  needs	  in	  terms	  of	  focus	  and	  interest:	  
Some	  content	  is	  superfluous	  or	  not	  clearly	  connected	  to	  focus.	  Audience’s	  needs	  are	  not	  consistently	  accounted	  for:	  
Focus	  of	  essay	  is	  unclear.	  Content	  is	  not	  specific	  enough	  to	  engage	  reader:	  	  
Details	   Paragraphs	  fully	  reflect	  the	  purpose	  of	  the	  letter.	  Each	  paragraph	  focuses	  on	  and	  develops	  a	  single	  topic	  or	  idea	  in	  an	  interesting	  and	  vivid	  way.	  The	  writer’s	  paragraphs	  are	  supported	  by	  detailed,	  factual,	  and	  descriptive	  sentences	  that	  go	  
The	  paragraphs	  focus	  on	  individual	  topics,	  but	  some	  paragraphs	  lack	  identifiable	  topics	  or	  lack	  interesting	  details.	  Writer	  presents	  description	  of	  campus	  place	  that	  may	  lack	  some	  depth.	  
Several	  paragraphs	  lack	  identifiable	  topics,	  and	  details	  may	  not	  all	  fit	  well	  in	  the	  paragraph	  in	  which	  they	  appear.	  Description	  of	  campus	  place	  is	  complete	  but	  may	  be	  missing	  some	  detail	  and	  does	  not	  provide	  vivid	  picture	  of	  
Main	  ideas	  and	  their	  supporting	  details	  are	  not	  differentiated	  with	  conventional	  paragraphing.	  Description	  of	  campus	  place	  is	  overly	  general	  and	  significantly	  lacking.	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beyond	  a	  mere	  description	  of	  campus	  place.	   campus.	  
Relevance	   Writer	  skillfully	  paints	  a	  picture	  of	  his/her	  campus	  place.	  Writer	  explains	  personal	  meaning	  of	  campus	  place	  and	  develops	  this	  in	  relevant	  way	  for	  audience	  and	  analyzes	  and	  articulates	  place’s	  relationship	  to	  ISU	  history	  or	  mission.	  Writer’s	  interest	  in	  the	  topic	  is	  conveyed	  (the	  reason	  this	  topic	  was	  chosen	  over	  another	  is	  obvious).	  	  
Writer	  provides	  adequate	  description	  and	  discussion	  of	  personal	  meaning	  of	  campus	  place	  and	  clarification	  of	  place’s	  relationship	  to	  ISU	  history	  or	  mission.	  The	  writer’s	  interest	  in	  the	  topic	  is	  present,	  but	  the	  reason	  for	  this	  topic	  choice	  is	  not	  strongly	  apparent.	  
Writer	  offers	  a	  minimal	  and/or	  general	  explanation	  of	  personal	  meaning	  of	  campus	  place.	  Writer	  relies	  almost	  entirely	  on	  either	  description	  or	  personal	  experience	  to	  discuss	  campus	  place	  with	  little	  articulation	  of	  place’s	  relationship	  to	  ISU	  history	  or	  mission.	  Writer’s	  interest	  in	  topic	  seems	  forced.	  
Writer	  does	  not	  include	  personal	  meaning	  of	  campus	  place	  and	  does	  not	  articulate	  place’s	  relationship	  to	  ISU	  history	  or	  mission.	  Writer	  does	  not	  mention	  site	  visit.	  Writer	  lacks	  interest	  in	  the	  topic;	  why	  this	  campus	  program	  or	  organization	  was	  chosen	  as	  topic	  is	  not	  apparent.	  
Organization	   Organization	  is	  appropriate	  to	  topic	  and	  emphasis,	  with	  some	  originality;	  shows	  attention	  to	  audience	  needs:	  	  
Organization	  is	  conventional,	  showing	  some	  attention	  to	  audience	  needs:	   Organization	  of	  paper	  is	  more	  writer-­‐oriented,	  creating	  diffuse	  emphasis	  and	  difficulty	  as	  reader	  tries	  to	  follow	  argument:	  
Organizational	  strategies	  are	  not	  useful	  for	  topic	  or	  audience:	  
Body	  and	  Conclusion	   Letter	  is	  organized	  logically	  and	  perhaps	  innovatively	  around	  a	  specific	  and	  insightful	  point	  about	  campus	  place;	  writer	  includes	  both	  a	  description	  of	  campus	  place	  and	  its	  personal	  and	  institutional	  meaning.	  The	  paper	  is	  arranged	  for	  effective	  emphasis	  and	  audience	  engagement;	  transitions	  function	  well	  to	  tie	  one	  idea	  to	  the	  next.	  Conclusion	  sums	  up	  main	  points	  and	  leaves	  the	  reader	  with	  something	  to	  think	  about.	  
Most	  of	  paper	  relates	  to	  central	  point	  about	  campus	  place.	  The	  paper	  shows	  some	  deliberate	  arrangement	  for	  emphasis	  and	  audience	  needs;	  most	  ideas	  are	  tied	  to	  the	  next	  one.	  Transitions	  used	  often	  to	  move	  from	  one	  paragraph	  to	  the	  next.	  Conclusion	  sums	  up	  main	  points.	  
Arrangement	  of	  information	  about	  campus	  place	  is	  more	  writer-­‐based	  than	  reader-­‐based	  and	  is	  sometimes	  difficult	  to	  follow.	  Main	  point	  of	  letter	  is	  not	  entirely	  clear	  because	  of	  loose	  organization.	  Some	  transitions	  are	  weak,	  and	  the	  conclusion	  may	  be	  general	  or	  clichéd.	  
Arrangement	  of	  information	  shows	  little	  accounting	  for	  audience’s	  needs.	  Main	  point	  of	  letter	  is	  not	  clear;	  transitions	  between	  paragraphs	  are	  not	  clear	  or	  are	  missing	  entirely.	  Conclusion	  seems	  like	  an	  afterthought	  rather	  than	  a	  functional	  section	  of	  the	  letter.	  	  
Individual	  	  
Paragraphs	  
Each	  paragraph	  contributes	  to	  describing	  and	  analyzing	  campus	  place,	  with	  clear	  topics	  and	  deliberately	  arranged	  supporting	  details.	  All	  paragraphs	  support	  implied	  thesis	  and	  are	  structured	  around	  controlling	  ideas.	  	  
Most	  paragraphs	  adequately	  describe	  and	  analyze	  campus	  place.	  Most	  paragraphs	  support	  implied	  thesis	  and	  are	  mostly	  structured	  around	  controlling	  ideas.	  	  
Some	  paragraphs	  show	  attempt	  to	  describe	  campus	  place,	  but	  organization	  of	  information	  within	  paragraphs	  is	  more	  writer-­‐oriented	  than	  reader-­‐oriented,	  and	  may	  occasionally	  seem	  random	  to	  the	  audience.	  Some	  paragraphs	  show	  little	  connection	  to	  main	  point	  and	  are	  only	  loosely	  structured	  around	  a	  controlling	  idea.	  
Paragraphing	  is	  not	  used	  effectively	  to	  separate	  and	  develop	  related	  ideas.	  Relationships	  among	  ideas	  are	  not	  made	  clear	  to	  the	  audience.	  
Style	   Style	  is	  particularly	  well	  suited	  for	  topic	  and	  audience:	   Style	  is	  conventional:	  	   Style	  interferes	  with	  clarity	  in	  some	  places:	   Style	  significantly	  detracts	  from	  clarity:	  
Sentence	  Level	   Writing	  is	  clear,	  fluid,	  and	  mature.	  Precise,	  vivid,	  and	  appropriate	  word	  choice.	  Sentences	  varied.	   Writing	  is	  understandable	  and	  competent	  with	  mostly	  precise	  and	  vivid	  word	  choice.	  Most	   Writing	  is	  vague	  and	  disjointed.	  Some	  sentences	  are	  structurally	  varied	  with	  some	   Writing	  is	  confusing	  with	  conventional	  word	  choice.	  Sentences	  are	  structured	  similarly	  and/or	  are	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Subordination	  and	  coordination	  used	  effectively.	  	  	   sentence	  structures	  are	  varied,	  and	  subordination	  and	  coordination	  mostly	  used	  well.	  	  
vivid	  word	  choice.	  	   simple	  sentences.	  	  
Correctness	  
	  Conventions	   Assignment	  is	  free	  from	  sentence-­‐level	  and	  word-­‐level	  errors.	   Assignment	  has	  a	  few	  sentence-­‐level	  and/or	  word-­‐level	  errors.	   Assignment	  has	  several	  sentence-­‐level	  and/or	  word-­‐level	  errors.	   Sentence-­‐level	  and/or	  word-­‐level	  errors	  impede	  reader’s	  understanding.	  
Delivery	   Innovative	  accommodation	  of	  media	  and	  conventions;	  audience	  expectations	  and	  processing	  are	  carefully	  accounted	  for:	  
Adequate	  accommodation	  of	  media	  and	  conventions;	  audience	  expectations	  and	  processing	  are	  mostly	  accounted	  for:	  
Some	  problems	  with	  audience	  first	  impressions;	  inadequate	  proofreading	  interferes	  in	  places	  with	  audience	  processing:	  
Delivery	  choices	  distract	  from	  paper	  and	  interfere	  with	  audience	  expectations	  and	  processing:	  
Document	  	  
Formatting	  
Letter	  formatted	  correctly	  and	  includes	  a	  date	  and	  appropriate	  opening	  and	  closing	  salutations;	  the	  visual	  appearance	  of	  the	  document	  is	  attractive	  and	  promotes	  audience	  accessibility	  	  
Letter	  is	  formatted	  as	  a	  letter	  but	  may	  be	  missing	  a	  date	  or	  a	  salutation.	  	  
Letter	  may	  not	  be	  formatted	  as	  a	  letter	  or	  is	  missing	  salutations.	  	  
Letter	  may	  be	  formatted	  as	  an	  essay	  and	  is	  missing	  the	  appropriate	  salutations	  and	  dateline.	  
Proper	  	  
Style	  Conventions	  (map)	  
Map	  of	  campus,	  or	  relevant	  portion	  of	  campus,	  draws	  viewer	  in,	  uses	  labels	  to	  orient	  viewer,	  and	  looks	  like	  time	  and	  thought	  were	  put	  into	  it.	  	  
Map	  of	  campus,	  or	  relevant	  portion	  of	  campus,	  has	  labels	  to	  orient	  reader	  but	  lacks	  overall	  focus	  that	  draws	  viewer	  in;	  may	  appear	  rushed.	  
Map	  of	  campus,	  or	  relevant	  portion	  of	  campus,	  may	  not	  show	  much	  effort,	  and	  may	  be	  missing	  some	  labels	  to	  orient	  viewer.	  
Map	  of	  campus,	  or	  relevant	  portion	  of	  campus,	  shows	  minimal	  effort	  and	  most	  labels	  are	  missing;	  not	  audience-­‐oriented.	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APPENDIX O. ENGLISH 150 ASSIGNMENT #3: PROGRAM OR 
ORGANIZATION 
Assignment Description 
This project is your opportunity to explore an Iowa State University campus program or 
organization. It should help clarify your thinking about the experiences you can have at 
Iowa State and the groups and places you may interact with using genre information from 
Chapters 6 and 7 CW. Important to this project is an inquiring attitude and the ability to 
provide useful and relevant information efficiently. Unlike Assignment #2, in 
Assignment #3 you will not be relying solely on your personal experience as the primary 
material and support for your main points; you will be seeking outside background 
information to help you explore a campus program or organization. 
An important part of this assignment is your gaining an understanding of Iowa State’s 
land-grant mission and status, as well as the mission of the university overall. Some of 
this material is detailed in the “2010 – 2015 Strategic Plan”. You may also refer to “The 
Land-Grant Tradition,” by the National Association of State Universities and Land-Grant 
Colleges, as well as ISU’s history as a land-grant institution. 
Planning and Drafting 
This assignment has two steps: examination of the available public documents and the 
firsthand collection of information to write a profile of the campus program or 
organization. 
• An analysis of the public documents pertaining to ISU’s mission and history as a 
land-grant university, and to your chosen university program or organization, 
including what the documents say about roles, goals, and the larger university within 
which the program or organization exists. Keep in mind the fact that, as Trimbur 
notes, “Public documents can tell us a lot about the culture we’re living in . . . public 
documents reveal how writing links individuals to social institutions” (173 CW). 
• A profile of the program or organization to deepen our understanding of it. You 
will be working to provide a “particular and coherent sense of [the] subject” (215 
CW) based on some observation and interaction with that place or organization. 
 
What follows are choices for you to write about: 
• Live Green! Initiative 
• GSB (Government of the Student Body) 
• Art on Campus 
• University Archives 
• Reiman Gardens 
• Lectures Program 
• Memorial Union 
• Iowa Water Center 
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• Leopold Center for Sustainable Agriculture 
• Virtual Reality Applications Center 
 
If you want to write about a program or organization other than one of these, please ask 
your instructor. Fraternities, sororities, and intramural sports do not work for this 
assignment. 
You will first examine the public documents (a website, a brochure, a mission statement) 
about a campus organization or program to determine how these documents present the 
people and the practices of that organization. Be sure to examine the mission statements 
of all of these examples. For instance, look at the information on the ISU website about 
the Live Green! Initiative, Art on Campus or Lectures programs, the university archives 
in Parks Library, or Reiman Gardens. What picture of these entities do their public 
documents provide of them? 
Then visit a couple of the art pieces or one of the actual museums on campus (the Farm 
House, the Brunnier, the Christian Peterson Art Museum); take a tour of University 
Archives with several members of your class; investigate what the Live Green! Initiative 
is doing; go to one of the early Lectures, or look at the descriptions of several upcoming 
lectures and describe how they fit the mission of the program; or visit the Leopold Center 
or Reiman Gardens. Working from one or two dominant impressions, select and arrange 
your material following some of the ideas on pages 240 – 241 CW. You will want to 
include a visual (or visuals) to help you accomplish your goals with your audience. 
Ask yourself these questions to help you explore your topic: 
• The place on campus or in Ames where you live 
• Why would my audience be interested in reading this paper? How can I engage 
them? 
• What details will help my audience understand my campus place or organization? 
• What visuals would help my audience understand my campus place or organization? 
Evaluation Criteria 
Your paper needs to satisfy these criteria. The grade is based not just on whether a feature 
is present or not, but on how well it has been integrated into your paper. Also see 
your ISUComm Foundation Courses Student Guide, 2012 – 2013 about evaluation of 
individual projects. 
Context: 
• Thoughtful and perceptive treatment of topic; original approach; scope sufficiently 
narrow. 
• Purpose for writing is clear (explore or inform) and consistent throughout the paper. 
• Clear sense of audience and consistent attention to audience’s needs. Introduction 
engages audience’s interest in knowing more about the topic or making use of 
information. 
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Substance: 
• Content is fully developed, relevant, and substantial; detail carefully chosen and 
specific. 
• Connection to ISU history, mission, and/or land-grant status is made. 
• Includes a visual to interest and engage readers. 
Organization: 
• Focuses on a precise, interesting and insightful point or thesis that guides 
development and organization. 
• Introduction provides overview of organization. Conclusion sums up key points. 
• Sequence follows a logical arrangement for this material appropriately organized into 
paragraphs. Relationship among ideas is clear; coherent; transitional devices used to 
guide reader. 
Style: 
• Expression is clear and concise. Good choices in use of dialogue, details, visuals. 
• Evidence of outside research, cited correctly within the document. Works cited page 
at the end of the document. 
• Vocabulary is precise; vivid and appropriate word choice. 
• Conventions/Correctness: Writing is free from sentence-level errors and word choice 
errors. 
Delivery: 
• Consistency in typography, headings. 
• Visuals appropriately integrated with text. 
• Appearance of document adapted to needs and expectations of audience. 
 
Notice that this assignment includes a peer response activity one class period before the 
paper’s due date. This activity must be completed and your notes and comments from 
your partners turned in with your finished draft in order to receive full credit on this 
assignment. 
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APPENDIX P: ENGLISH 150 ASSIGNMENT #3 RUBRIC 
 
Assignment #3: 
Exploring a Campus 
Program or 
Organization 
Excellent  
(Writer responds thoughtfully 
and creatively, requiring little or 
no revision) 
Good  
(Writer responds fully, 
requiring some revision) 
Fair  
(Writer responds mostly 
competently, requiring focused, 
substantive revision) 
Needs Work  
(Writer responds 
incompletely, requiring 
extensive revision) 
Context Clear and engaging articulation 
of context and purpose; the 
reader is well oriented from the 
outset: 
 
Adequate articulation of 
context; the introduction is 
mostly engaging and the reader 
is mostly well oriented from the 
outset: 
Paper’s introduction is not 
engaging, and orientation for the 
audience is inadequate: 
Paper does not meet audience 
needs by not providing 
engagement and orientation 
at the outset: 
 
Introduction Introduction engages the 
audience with anecdotes, 
quotations, or vivid imagery 
related to program or 
organization. Thesis is succinct 
and clear. Opening paragraphs 
skillfully and specifically 
forecast main points of essay. 
Approach to topic shows 
evidence of original thinking 
and attention to interesting 
details. 
Introduction uses adequate 
details to develop reader 
interest. Thesis gives reader a 
general idea about the paper. 
Opening paragraphs mention 
main ideas that paper will 
cover. Approach to topic is 
conventional. 
 
Introduction may use some stock 
or cliché phrasing rather than 
interesting details. Thesis difficult 
to identify. Opening paragraphs 
are vague concerning the main 
topics of the paper. Strategy for 
approaching the topic is more 
writer oriented and not readily 
apparent to the reader. 
The paper moves straight to 
content without providing 
context for the reader. There 
is no thesis present on the 
first page, nor are any of the 
main topics referred to. 
 
Purpose Approach to topic shows 
evidence of original thinking. 
Writer uses opening paragraphs 
to develop relevant historical 
and cultural background, 
engaging audience interest. 
Purpose for writing is clear and 
provides an answer to the 
reader’s “So what?” question. 
Writer mentions historical and 
cultural background in opening 
page. Purpose for writing is 
stated but lacks strategy for 
developing interest, leaving 
reader searching for reason to 
read on. 
The lack of context creates some 
difficulty in grasping the 
relevance of the paper. By end of 
first page, reader may be 
somewhat unclear about writer’s 
purpose and therefore is less 
motivated to continue reading. 
(Paper may begin to read, in part, 
like an accumulation of facts with 
no clearly stated purpose for their 
having been amassed.) The “So 
what?” question is answered in a 
minimal or incomplete way. 
Cultural or historical context 
related to the program or 
organization is not presented; 
reader cannot discern 
purpose of the paper beyond 
an accumulation of facts. The 
“So what?” question is not 
answered for reader. 
Substance Content is well selected and 
developed; focus is clear and 
audience’s needs are accounted 
for: 
Content is mostly well selected 
and developed to meet most of 
the audience’s needs in terms 
of focus and interest: 
Some content is superfluous or 
not clearly connected to focus. 
Audience’s needs are not 
consistently accounted for: 
Focus of essay is unclear. 
Content is not specific enough 
to engage reader: 
 
Details Paragraphs fully reflect the 
ideas mentioned in thesis. Each 
paragraph focuses on and 
develops a single topic or idea 
in an interesting and vivid way. 
The writer’s paragraph topic 
sentences are supported by 
The paragraphs focus on 
individual topics, but some 
paragraphs lack identifiable 
topic sentences or lack 
interesting details. Writer 
presents factual description of 
campus program or 
Some paragraphs lack an 
identifiable single topic and 
details may not all fit well in the 
paragraph in which they appear. 
Description of campus program 
or organization is more of a 
formulaic or haphazard collection 
Main ideas and their 
supporting details are not 
differentiated with 
conventional paragraphing. 
Facts about and/or the “ISU-
connection” of the campus 
program or organization are 
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detailed, factual, and descriptive 
sentences that go beyond a 
mere factual description of the 
campus program or 
organization to a discussion of 
its mission-based relevance at 
ISU (the “ISU-connection”). 
organization, but discussion of 
its mission-based 
appropriateness to ISU lacks 
some depth. 
 
of facts with very little 
accompanying analysis of the 
“ISU-connection.” 
significantly lacking. 
Relevance Writer skillfully paints a 
historical picture of the campus 
program’s or organization’s 
impact on and relevance to ISU; 
the ISU-connection is fully 
fleshed out. Writer uses 
secondary sources to discuss 
the campus program or 
organization and blends them 
with personal insights from 
program or organization 
experience to support main 
thesis; writer’s interest in the 
topic is conveyed (the reason 
this topic was chosen over 
another is obvious). 
Description and discussion of 
campus program or 
organization is mostly 
adequate. While sources are 
used, they are cited sparingly 
and not always well integrated 
with personal insights from 
writer’s experience with the 
campus program or 
organization. The writer’s 
interest in the topic is present, 
but the reason for this topic 
choice is not strongly apparent. 
Writer’s description of program is 
vague with very little mention of 
campus history. Writer relies 
almost entirely on either 
secondary sources or personal 
experience to discuss campus 
program or organization, rather 
than an emphasis on the former 
with the latter added for 
personalization. Writer’s interest 
in topic seems forced. 
Writer’s description of the 
campus program or 
organization is inadequate, as 
is use of research or 
discussion of personal 
experience with the program 
or organization. Writer does 
not mention site visit. Writer 
lacks interest in the topic; 
why this campus program or 
organization was chosen as 
topic is not apparent. 
Organization Organization is appropriate to 
topic and emphasis, with some 
originality; shows attention to 
audience needs: 
 
Organization is conventional, 
showing some attention to 
audience needs: 
 
Organization of paper is more 
writer-oriented, creating diffuse 
emphasis and some difficulty as 
reader tries to follow claims: 
Organizational strategies are 
not useful for topic or 
audience and impede 
audience movement through 
paper: 
 
Body and Conclusion Paper is organized logically and 
perhaps innovatively around a 
specific and insightful thesis 
about a campus program or 
organization and its ISU-
connection. The paper is 
arranged for effective emphasis 
and audience engagement; 
transitions function well to tie 
one idea to the next. Conclusion 
sums up main points and leaves 
the reader with something to 
think about.  
Most of paper relates to central 
thesis about a campus program 
or organization. The paper 
shows some deliberate 
arrangement for emphasis and 
audience needs; most ideas are 
tied to the next one. Connection 
to ISU mission may not be 
entirely smoothly integrated. 
Transitions used often to move 
from one paragraph to the next. 
Conclusion sums up main 
points.  
Arrangement of information 
about campus program or 
organization is more writer-
based than reader-based and is 
sometimes difficult to follow. 
Main assertion (point, thesis) of 
paper is not entirely clear 
because of diffuse emphasis. 
Connection to ISU mission is not 
well integrated. Some transitions 
are weak, and the conclusion may 
be general or clichéd. 
Arrangement of information 
shows little accounting for 
audience’s needs. Main 
assertion (point, thesis) of 
paper is not clear, nor is the 
campus program’s or 
organization’s ISU-connection. 
Transitions between 
paragraphs are not clear or 
are missing entirely. 
Conclusion seems like an 
afterthought rather than a 
functional section of the 
paper. 
Individual  
Paragraphs 
Each paragraph contributes to 
describing a campus program or 
organization and its relation to 
the ISU mission, with clear 
topics and deliberately arranged 
supporting details. All 
Most paragraphs contribute to 
describing a campus program 
or organization and its relation 
to the ISU mission. Most 
paragraphs support implied 
thesis and are mostly 
Some paragraphs do not 
obviously contribute to 
describing a campus program or 
organization and its relation to 
the ISU mission. Some paragraphs 
show little connection to thesis 
Paragraphing is not used 
effectively to separate and 
develop related ideas. 
Relationships among ideas are 
not made clear to the 
audience.  
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paragraphs support implied 
thesis and are tightly structured 
around controlling ideas. 
structured around controlling 
ideas. 
 
and are only loosely structured 
around a controlling idea. 
Style Style is particularly well suited 
for topic and audience: 
Style is conventional: 
 
Style interferes with clarity in 
some places: 
Style significantly detracts 
from clarity: 
Sentence Level Writing is clear, fluid, and 
mature. Precise, vivid and 
appropriate word choice. 
Sentences varied. Subordination 
and coordination used 
effectively.  
 
Writing is understandable and 
competent with mostly precise 
and vivid word choice. Most 
sentence structures are varied, 
and subordination and 
coordination mostly used well. 
Writing is vague and disjointed. 
Some sentences are structurally 
varied with some vivid word 
choice. 
 
Writing is confusing with 
conventional word choice. 
Sentences are structured 
similarly and/or are simple 
sentences. 
Correctness 
 Conventions 
Assignment is free from 
sentence-level and word-level 
errors. 
Assignment has a few sentence-
level and/or word-level errors. 
Assignment has several sentence-
level and/or word-level errors. 
Sentence-level and/or word-
level errors impede reader’s 
understanding. 
Delivery Innovative accommodation of 
media and conventions; 
audience expectations and 
processing are carefully 
accounted for: 
Adequate accommodation of 
media and conventions; 
audience expectations and 
processing are mostly 
accounted for: 
Some problems with audience 
first impressions; inadequate 
proofreading interferes in places 
with audience processing: 
Delivery choices distract from 
paper and interfere with 
audience expectations and 
processing: 
Document  
Formatting 
Paper is formatted correctly 
following MLA or APA style. 
Visual is placed appropriately 
and correctly into text, with 
attention to size, spacing, and 
margins. 
 
Paper is double-spaced and 
follows most APA or MLA 
citation styles. Visual 
placement is mostly correct. No 
extra spaces between 
paragraphs. Page numbers may 
be missing.  
Paper is double spaced but does 
not otherwise consistently follow 
MLA or APA formatting 
conventions. Visual placement 
lacks attention to size, spacing, 
and/or margins. Page numbers 
are missing, and extra spaces may 
occur between paragraphs. 
Paper does not follow any 
MLA or APA formatting 
conventions. Visual and page 
numbers are missing, and 
extra spaces occur between 
paragraphs.  
Proper  
Style Conventions 
In-text citations follow correct 
MLA or APA style, and Works 
Cited page is formatted 
correctly. Visual includes title 
and/or captions. 
Some minor problems with 
MLA and APA in-text citation, 
and Works Cited is mostly 
formatted correctly with one or 
two minor errors. Visual may 
be missing a title and/or a 
caption. 
Evidence of attempt to cite 
sources, but in-text citations 
and/or Works Cited page are not 
correct. Visual missing title 
and/or caption. 
Few to no in-text citations 
used. No Works Cited or 
bibliography. No visual 
included in essay.  
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APPENDIX Q: ENGLISH 150 ASSIGNMENT #4: PLACE OR ARTIFACT 
 
English 150 
Assignment #3: Understanding Place or Artifact: Campus 
Landscape, Building, or Art  
Chapters 8 and 9 The Call to Write  
Fall 2013 
Date Due __________________________ 
Peer Response (rough draft ready) _____________________________ 
 
INTRODUCTION:  
William Sturner, in an article in The Journal 
of Higher Education—“Environmental Code: 
Creating a Sense of Place on the College 
Campus”— connects the physical campus, 
the purpose of the campus, and the students 
and faculty who live and work there:  
 
The design and construction of the 
physical aspects of the university should 
complement and strengthen the mission 
of the university to stimulate students in the effective use of learning opportunities. 
The physical environment should facilitate the process by which men and women 
seek to understand themselves and others through experiential and vicarious 
encounters with the extensions of man and nature. (Sturner 99) 
 
PURPOSE: 
In Assignment #3, you profiled a campus program and its placement and purpose at 
ISU. In this assignment, you will be analyzing a part of campus you may have seen but 
do not know much about. This assignment asks you to deepen your understanding of 
the history, importance, and appropriateness of a building or piece of art on the 
ISU campus.  
Your purpose is to find out all that you can about one facet of this new place of which 
you are now an inhabitant (one building, one work of art) and to analyze how and why 
the campus designers, architects, landscape architects, or artists chose to plan and 
create that particular feature as they did. This kind of project is called “place-based” 
writing, and this assignment allows you to go beyond fact-based description to some 
commentary (interpretation) as well. This assignment’s purpose is to explore and 
explain how your chosen campus building or campus artifact was created and placed. 
 
GETTING STARTED: 
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To choose a focus for this place-based analysis, first decide if you’d like to write about a 
piece of art or a building on campus. You may choose any public piece of art on 
campus OR one of these buildings (any other ideas, see me): 
 
• Beardshear Hall 
• Catt Hall 
• Curtiss Hall 
• Parks Library 
• The Hub 
• Morrill Hall 
 
Keep these basics in mind about effective analytical and interpretive writing: it 
describes the subject and its parts in sufficient detail that the later analysis makes 
sense; it examines how the parts of the subject interact with each other; it uses some 
research; it uses a logical and easy-to-follow organization; it offers an interesting 
insight on the topic; the conclusion summarizes the whole (Chapters 8 and 9 CW). You 
will need to draw on the language in the several different sources available to you (see 
list of possibilities below): 
 
DOCUMENTATION: 
Correctly identify and quote or paraphrase outside material that you use in your essay.  
For instance, if you use information from the ISU Museums website, indicate the source 
of the information within your sentence and in a parenthetical citation at the end of the 
sentence. You also need to acknowledge the source of any images you use. You WILL 
Art on Campus 
• University Museums’ Visual Literacy and 
Learninghttp://www.museums.iastate.edu/VisualLiteracy1.htm 
• Art on Campus Fact Sheets      
http://www.museums.iastate.edu/AOCFactSheet.htm 
• Digital Art on Campus Projects 
http://www.museums.iastate.edu/DAOC/home.html 
 
The Buildings of Iowa State 
• University Museums’ Visual Literacy and 
Learninghttp://www.museums.iastate.edu/VisualLiteracy1.htm 
• From Prairie Sod to Campus Cornerstones: Building Our Campus History Exhibit 
http://www.lib.iastate.edu/spcl/exhibits/buildings/index.html 
• History of Iowa State: Campus Buildings 
http://www.public.iastate.edu/~isu150/history/campus.html 
• H. Summerfield Day’s The Iowa State University Campus and Its Buildings (also 
available on moodle in pdf form) 
http://www.lib.iastate.edu/spcl/exhibits/150/campus/campus.html 
 
  
 
130
need to have an accurate Works Cited page in MLA. 
 
EVALUATION CRITERIA: 
Your paper needs to satisfy these criteria. The grade is based not just on whether a 
feature is present or not, but how well it has been integrated into your paper. Also see 
your ISUComm Foundation Courses Student Guide, 2013 – 2014 about evaluation of 
individual projects. 
 
Context 
• The lead paragraph introduces the audience to the place or feature (e.g., building, 
artwork) and reveals the interesting focus that emerged in your analysis and 
commentary 
Substance 
• The paper shows relevant insights about this part of the ISU landscape and is not 
simply a collection of descriptive facts about the place 
• The paper contains carefully chosen, specific information about the place, its history, 
its campus context and is developed with sufficient detail 
Organization 
• The paper is organized clearly around the key points made about the place or feature, 
its history, and its campus context. Specifically, you introduce your thesis about the 
place or feature in the first paragraph and don’t just present a name and location 
• The paper is appropriately organized into paragraphs and uses transitions to link one 
idea to the next 
Style 
• If the paper includes either direct quotations or paraphrases from the ISU websites or 
other sources, you provide in-text citation and accurate Works Cited 
• Problems with grammar and mechanics do not detract from the paper 
Delivery 
• Page layout makes the paper easy to read 
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APPENDIX R: ENGLISH 150 ASSIGNMENT #4 RUBRIC 
Assignment #4: 
Analyzing Place or 
Artifact—Campus 
Landscape, Building, or 
Art 
Excellent  
(Writer responds thoughtfully and 
creatively, requiring little or no 
revision) 
Good  
(Writer responds fully, requiring 
some revision) 
Fair  
(Writer responds mostly 
competently, requiring 
focused, substantive revision) 
Needs Work  
(Writer responds incompletely, 
requiring extensive revision) 
Context Clear and engaging articulation of 
context and purpose; the reader is 
well oriented from the outset: 
 
Adequate articulation of context; 
the introduction is mostly 
engaging and the reader is 
mostly well oriented from the 
outset: 
Paper’s introduction is not 
engaging, and orientation for 
the audience is inadequate: 
Paper does not meet audience 
needs by not providing 
engagement and orientation at 
the outset: 
 
Introduction Introduction engages the audience 
with anecdotes, quotations, or 
vivid imagery related to artifact or 
building. Thesis is succinct and 
clear. Opening paragraphs 
skillfully and specifically forecast 
main points of essay. Approach to 
topic shows evidence of original 
thinking and attention to 
interesting details. 
 
Introduction uses adequate 
details to develop reader 
interest. Thesis gives reader a 
general idea about the paper. 
Opening paragraphs mention 
main ideas that paper will cover. 
Approach to topic is 
conventional. 
 
Introduction may use some 
stock or cliché phrasing rather 
than interesting details. Thesis 
difficult to identify. Opening 
paragraphs are vague 
concerning the main topics of 
the paper. Strategy for 
approaching the topic is more 
writer oriented and not readily 
apparent to the reader.   
The paper moves straight to 
content without providing 
context for the reader. There is no 
thesis present on the first page, 
nor are any of the main topics 
obviously referred to. 
 
Purpose Approach to topic shows evidence 
of original thinking. Writer uses 
opening paragraphs to develop 
relevant historical and cultural 
background, engaging audience 
interest. Purpose for writing is 
clear and provides an answer to 
the reader’s “So what?” question. 
Writer mentions historical and 
cultural background in opening 
page. Purpose for writing is 
stated but lacks strategy for 
developing interest, leaving 
reader searching for reason to 
read on. 
The lack of context creates 
some difficulty in grasping the 
relevance of the paper. By end 
of first page, reader may be 
somewhat unclear about 
writer’s purpose and therefore 
is less motivated to continue 
reading. (Paper may begin to 
read, in part, like an 
accumulation of facts with no 
clearly stated purpose for their 
having been amassed.) The “So 
what?” question is answered in 
a minimal or incomplete way. 
Cultural or historical context 
related to the artifact or building. 
is not presented; reader cannot 
discern purpose of the paper 
beyond an accumulation of facts.  
The “So what?” question is not 
answered for reader. 
Substance Content is well selected and 
developed; focus is clear and 
audience’s needs are accounted 
for: 
Content is mostly well selected 
and developed to meet most of 
the audience’s needs in terms of 
focus and interest: 
Some content is superfluous or 
not clearly connected to focus. 
Audience’s needs are not 
consistently accounted for: 
Focus of essay is unclear. Content 
is not specific enough to engage 
reader: 
 
Details Paragraphs fully reflect the ideas 
mentioned in thesis. Each 
paragraph focuses on and develops 
a single topic or idea in an 
interesting and vivid way. The 
The paragraphs focus on 
individual topics, but some 
paragraphs lack identifiable topic 
sentences or lack interesting 
details. Writer presents factual 
Some paragraphs lack an 
identifiable single topic and 
details may not all fit well in 
the paragraph in which they 
appear. Description of campus 
Main ideas and their supporting 
details are not differentiated with 
conventional paragraphing. 
Description of the campus 
landscape, building, or art, as well 
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writer’s paragraph topic sentences 
are supported by detailed, factual, 
and descriptive sentences that go 
beyond a mere factual description 
of the campus landscape, building, 
or art to a discussion of its cultural 
or historical relevance to ISU. 
description of campus landscape, 
building, or art, but fewer details 
about its cultural or historical 
relevance to ISU. 
 
landscape, building, or art is 
more of a formulaic or 
haphazard collection of facts 
with little of its cultural or 
historical relevance for ISU. 
as its cultural or historical 
relevance to ISU are significantly 
lacking. 
Relevance Writer skillfully paints a historical 
picture of the campus landscape’s, 
building’s, or art’s impact on and 
relevance to ISU; the ISU-
connection is fully fleshed out. 
Writer uses secondary sources to 
discuss the campus landscape, 
building, or art, and blends them 
with personal insights from 
writer’s experience with the 
landscape, building, or art to 
support main thesis; writer’s 
interest in the topic is clearly 
conveyed (the reason this topic 
was chosen over another is 
obvious). 
Description and discussion of 
campus landscape, building, or 
art and its meaning for ISU is 
mostly adequate. While sources 
are used, they are cited sparingly 
and not always well integrated 
with personal insights from 
writer’s experience with the 
landscape, building, or art. The 
writer’s interest in the topic is 
present, but the reason for this 
topic choice is not strongly 
apparent. 
Writer relies almost entirely 
on own experience to discuss 
campus landscape, building, or 
art. 
No mention of the artist’s 
/designer’s/architect’s name 
in paper. Cultural or historical 
relevance for ISU is scant. 
(Conversely, there may be a 
heavy reliance on secondary 
sources with little of the 
writer’s own insights.) 
Writer’s interest in topic seems 
forced. 
Writer’s description of the 
campus landscape, building, or 
art is inadequate, as is use of 
research or discussion of 
personal experience with the 
topic. Writer does not mention 
site visit. Writer lacks interest in 
the topic; why this campus 
landscape, building, or art was 
chosen as topic is not apparent. 
Organization Organization is appropriate to 
topic and emphasis, with some 
originality; shows attention to 
audience needs: 
 
Organization is conventional, 
showing some attention to 
audience needs: 
 
 
Organization of paper is more 
writer-oriented, creating 
diffuse emphasis and some 
difficulty as reader tries to 
follow claims: 
Organizational strategies are not 
useful for topic or audience and 
impede audience movement 
through paper: 
  
Body and Conclusion Paper is organized logically and 
perhaps innovatively around a 
specific and insightful thesis about 
a campus landscape, building, or 
art and its cultural or historical 
relevance for ISU. The paper is 
arranged for effective emphasis 
and audience engagement; 
transitions function well to tie one 
idea to the next. Conclusion sums 
up main points and leaves the 
reader with something to think 
about. 
Most of paper relates to central 
thesis about a campus landscape, 
building, or art. The paper shows 
some deliberate arrangement for 
emphasis and audience needs; 
most ideas are tied to the next 
one. Cultural or historical 
relevance for ISU may not be 
entirely smoothly integrated. 
Transitions used often to move 
from one paragraph to the next. 
Conclusion sums up main points. 
Arrangement of information 
about campus landscape, 
building, or art is more writer-
based than reader-based and is 
sometimes difficult to follow. 
Main assertion (point, thesis) 
of paper is not entirely clear 
because of diffuse emphasis. 
Cultural or historical relevance 
of landscape, building, or art 
for ISU is not well integrated. 
Some transitions are weak, and 
the conclusion may be general 
or clichéd. 
Arrangement of information 
shows little accounting for 
audience’s needs. Main assertion 
(point, thesis) of paper is not 
clear, nor is the campus 
landscape’s, building’s, or art’s 
cultural or historical relevance 
for ISU. Transitions between 
paragraphs are not clear or are 
missing entirely. Conclusion is an 
afterthought rather than a 
functional section of the paper. 
Individual  
Paragraphs 
Each paragraph contributes to 
describing a campus landscape, 
building, or art and its cultural or 
historical relevance for ISU, with 
clear topics and deliberately 
arranged supporting details. All 
paragraphs support implied thesis 
and are tightly structured around 
controlling ideas. 
Most paragraphs contribute to 
describing a campus landscape, 
building, or art and its cultural or 
historical relevance for ISU. Most 
paragraphs support implied 
thesis and are mostly structured 
around controlling ideas. 
Some paragraphs do not 
obviously contribute to 
describing a campus  artifact 
or building and its relation to 
the ISU mission. Some 
paragraphs show little 
connection to thesis and are 
only loosely structured around 
a controlling idea. 
Paragraphing is not used 
effectively to separate and 
develop related ideas. 
Relationships among ideas are 
not made clear to the audience. 
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Style Style is particularly well suited for 
topic and audience: 
Style is conventional: 
  
Style interferes with clarity in 
some places: 
Style significantly detracts from 
clarity: 
Sentence Level Writing is clear, fluid, and mature. 
Precise, vivid and appropriate 
word choice. Sentences varied. 
Subordination and coordination 
used effectively.  
 
Writing is understandable and 
competent with mostly precise 
and vivid word choice. Most 
sentence structures are varied, 
and subordination and 
coordination mostly used well. 
Writing is vague and 
disjointed. Some sentences are 
structurally varied with some 
vivid word choice. 
 
Writing is confusing with 
conventional word choice. 
Sentences are structured 
similarly and/or are simple 
sentences. 
Correctness 
 Conventions 
Assignment is free from sentence-
level and word-level errors. 
Assignment has a few sentence-
level and/or word-level errors. 
Assignment has several 
sentence-level and/or word-
level errors. 
Sentence-level and/or word-level 
errors impede reader’s 
understanding. 
Delivery Innovative accommodation of 
media and conventions; audience 
expectations and processing are 
carefully accounted for: 
Adequate accommodation of 
media and conventions; audience 
expectations and processing are 
mostly accounted for: 
Some problems with audience 
first impressions; inadequate 
proofreading interferes in 
places with audience 
processing: 
Delivery choices distract from 
paper and interfere with 
audience expectations and 
processing: 
Document  
Formatting 
Paper is formatted correctly 
following MLA style. Visual is 
placed appropriately and correctly 
into text, with attention to size, 
spacing, and margins. 
 
Paper is double-spaced and 
mostly follows most MLA style. 
Visual placement is mostly 
correct. No extra spaces between 
paragraphs. Page numbers may 
be missing. 
Paper is double spaced but 
does not otherwise 
consistently follow MLA 
formatting conventions. Visual 
placement lacks attention to 
size, spacing, and/or margins. 
Page numbers are missing, and 
extra spaces may occur 
between paragraphs. 
Paper does not follow any 
recognizable MLA formatting 
conventions. Visual and page 
numbers are missing, and extra 
spaces occur between 
paragraphs. 
Proper  
Style Conventions 
In-text citations follow correct 
MLA or style, and Works Cited 
page is formatted correctly. Visual 
includes title and/or captions. 
Some minor problems with MLA 
in-text citation, and Works Cited 
is mostly formatted correctly 
with one or two minor errors. 
Visual may be missing a title 
and/or a caption. 
Evidence of attempt to cite 
sources, but in-text citations 
and/or Works Cited page are 
not correct. Visual missing title 
and/or caption. 
Few to no in-text citations used. 
No Works Cited or bibliography.  
No visual included in essay. 
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APPENDIX S: ENGLISH 150 ASSIGNMENT #5: BROCHURE 
 
English 150 
Assignment #5: Designing, Presenting, and Reflecting on Visual 
Communication: Brochure or Poster 
Fall 2013 
Date Due __________________________ 
Peer Response (rough draft ready) _____________________________ 
 
You will summarize the highlights of your Activity (2.5) or Assignment 3 by composing a 
form of visual communication such as a brochure or electronic poster.  
 
• The purpose of your visual communication is to summarize what you learned and to 
convey that understanding to others in a form that is visually interesting and 
appropriate for your topic (50% of grade) 
• You will also write a short reflective paper about the design decisions you made and 
the rationales for them in the course of creating your visual communication (25% of 
grade)  
• Finally, you will make a short presentation to the class in which you share your visual 
communication and the highlights of your decisions (25% of grade) 
 
Remember the old adage about a picture being worth a thousand words? Andrea Lunsford, 
author of your Everyday Writer text, agrees and connects this to the communicating realities 
of the 21st century: “Creating a visual design is more likely than ever before to be part of 
your process of planning for a completed writing project. Visuals can help make a point more 
vividly and succinctly than words alone. In some cases, visuals may even be your primary 
text” (EW 96). The most important idea to keep in mind here is that visual communication, 
like verbal, is rhetorical: its effectiveness depends on a good fit between audience, purpose, 
and material. Excellent and important content can be badly undermined by a poor visual 
presentation of it. Similarly, snazzy visuals will not overcome a weak argument or a poor 
organizational plan. 
 
Whether you choose a brochure or a poster will depend on the nature of your topic and of the 
information you need to relay to your audience. Posters depend more on visual text and on 
being read from a distance than written text. See the end of this assignment sheet for 
information about designing brochures and posters. 
 
 
Reflective Paper and Presentation 
After you complete the visual communication, write a paper of about one full typed page in 
which you explain the rhetorical decisions you made in the creation of your brochure or 
poster. Essentially, you will be explaining how you matched your content to the audience 
and purpose of your communication using elements of visual design. You will need to be 
specific here, using information from Chapters 3 and 9 in The Everyday Writer and from 
Chapter 19 in The Call to Write. Be sure to explain major decisions like the following:  
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• genre selection (brochure, poster) 
• image selection (e.g., photographs, figures) and placement 
• color choices 
• font and typography choices 
• amount and placement of text 
  
Simply writing “I chose blue for the background because I thought it looked nice” is not a 
rhetorical decision. “I thought this was a cool picture” is not enough, unless you explain how 
this particular image fits your audience for and purpose in your poster or brochure. 
 
You will also make a five-minute presentation to the class in which you share your 
experience with your topic and your visual communication product. As you think back over 
your experience of gathering information for assignments and subsequently developing the 
brochure or poster, note the insights you’ve gained into the topic you investigated and into 
your design and selection process as you chose sources and visuals and developed them for 
specific audiences. In addition, share with us what you were most surprised/interested to 
discover about yourself as a communicator/designer. Use the suggestions in Chapter 3 in The 
Everyday Writer and Chapter 21 in The Call to Write to guide your planning of the 
presentation. 
 
Provide visual support for your presentation audience 
Use your brochure or poster itself as visual support for your presentation, but be sure that in 
the case of the brochure, it is projected in a large enough size that your class can see it. This 
will probably mean transferring individual panels from the brochure to presentation slides for 
your laptop. Simply passing the brochure around the room while you talk will not work: you 
can’t direct our attention to specific areas of interest (color or fonts, for example) this way, 
and the passing of the brochure will be a distraction.   
 
Evaluation Criteria for Presentation 
At a minimum, your presentation needs to satisfy these criteria. However, the grade is based 
not just on whether a feature is present or not, but on how well it has been integrated into 
your presentation. Also see your ISUComm Foundation Courses Student Guide, 2013 – 2014 
about evaluation of individual projects. 
 
Context 
• Your introduction identifies the purpose and focus of your presentation and establishes its 
interest for you and for your audience 
Substance 
• The presentation focuses on your insights in and reflections on the area you investigated and 
on design and communication decisions 
• The presentation delivers relevant information and conclusions rather than including 
material for its own sake 
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Organization 
• The presentation is organized clearly around key points that support your focus 
• The presentation uses transitions, reminders, and forecasting to guide your audience’s 
attention 
Style 
• Language choices are suited to your purpose, reflecting about earlier work to an audience of 
your peers 
• Language choices sustain audience attention 
Delivery 
• Volume and rate of speaking allow audience to understand content 
• Gestures, eye contact, expression and posture maintain audience interest and confidence 
• You are not just reading your presentation 
 
 
Brochure Design Principles 
 
The instructions and criteria below are for a brochure; together, in class, we will adapt some 
of these to fit a poster and a website.   
 
Your brochure will present material from one of your earlier papers, developed as a two-
sided, three-paneled brochure. Select the most relevant details to include and consider how 
the design of the brochure and visual support can highlight the most important information. I 
will ask you to bring examples of brochures from local business or campus organization so 
that you can see how panels complement one another.   
 
Below is a representation of the two sides and six panels of a brochure:  
 
 
1 2 3  4 5 6 
Left 
inside 
Middle 
inside 
Right 
inside 
 Folded 
inside 
Back 
outside 
Front 
outside 
 
 First Side Second Side 
 
When you design your brochure, you’ll need to keep in mind how people will unfold it so 
that the panels will work together. 
 #6 needs to make sense by itself because it acts as a kind of title page; however, when 
the entire brochure is open, #6 also needs to work with #5 and #4.   
 #1 needs to work with #4 because people will see them together when they turn back 
#6.  When the entire brochure is open, #1 also needs to work with #2 and #3.   
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Once you have selected a topic, find a minimum of three visual images that will help readers 
understand and interpret the information in the brochure.  Cut or crop the images neatly so 
they provide only information necessary for your purposes.  Place them carefully in the 
brochure so that they are near the written text they support. Add brief, helpful captions.  If 
you are working with color images, find a color photocopy machine to make your final copy. 
 
The written material in a brochure is single-spaced.  Choose two different type fonts 
appropriate to your subject and purpose: one for headings, perhaps, and another for the text. 
 
 
Poster Design Principles 
 
1. Size headings large. As minimums for a small poster, think roughly an 
inch (70–72 points) for the title, a half inch for main headings (36–48 
pt.), a third of an inch (18–30 pt.) for most body text. Scale upward for 
larger posters. Anyone should be able to read text 5–10 feet away. 
2. Make headings talk. Reject generic headings (“Pollution”) for specific 
ones (“Unsafe Nitrate Levels in Iowa Rivers”) or combine the two. 
Reading top to bottom, left to right, your headings should tell the story of 
your poster in a logical sequence. 
3. Visually emphasize the big three. Your audience is mostly likely to focus on three spots in your 
poster: the title, the most prominent visual, and your main point. 
4. Chunk main ideas. Tell your story in 5–8 main sections. Use color, line, shape, and space to 
separate these main ideas. Use contrast so that text is easy to read against its background. Add a 
sense of depth by mounting display elements onto colored foamboard and by creating the same 
effect with computer-generated backgrounds (shaded backgrounds, drop shadows, overlapping 
elements). These techniques isolate and project your main ideas visually. 
5. Define directional viewing. Plan vertically. People will often need to read through a group 
gathered around the poster, so shape chunks for reading from top to bottom, not horizontally 
across the poster. If photographs have any natural direction, make sure the movement leads into 
the poster or into a relevant section. Add simple lines or arrows to underscore the sequence of 
chunks for reading. 
6. Telegraph your ideas. A poster is more like a web page than a print page. Your goal is quick 
access to information. Prefer short lists and phrases to long sentences. Make every word count. A 
poster usually doesn’t need to include a summary; it IS a summary. 
7. Deepen headings. If you use more than one paragraph in a section (three should be the limit), turn 
the first few words of each paragraph into headings or add a short heading like “deepen headings” 
in this paragraph. 
8. Invest in one prominent visual. Your primary visual may create an impression and provide 
information, but it should be located to catch the eye and connect to your main point. Avoid 
tables and long lists. Simplify the design, not the content. Respect the audience’s need for quick 
information without being simplistic. Visually, indicate which image is the main one; your 
audience may never get to the others. 
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9. Color lightly. Muted colors play a better role in supporting your main point without 
overwhelming it. Use pale solid-color or lightly textured backgrounds (generally photographs as 
backgrounds, even semi-transparent ones, decrease readability). Text should contrast well with 
the background without going to extremes (not black-white, but dark 
gray–off white or the color equivalent).  
10. Prefer simple design. Avoid horizontal rules to separate text; use 
spacing instead. Keep lines thin and to a minimum. Indicate the 
priority of your ideas visually. Treating units of information equally 
often weakens the design. Beware of too much text centering, too 
many uniform boxes, too little type size variation, etc. Use only one or 
two typefaces (generally sans-serif). Use only 1–3 colors supported by 
neutrals (whites, grays, browns). 
More information about poster design is available on Moodle and at this URL: 
http://www.emich.edu/training/poster/. 
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APPENDIX T: ENGLISH 150 ASSIGNMENT #5 RUBRIC  
Assignment #4:  Visual 
Communication 
(Brochure or Poster) 
Excellent  
(Writer responds thoughtfully 
and creatively, requiring little or 
no revision) 
Good  
(Writer responds fully, 
requiring some revision) 
Fair  
(Writer responds mostly 
competently, requiring 
focused, substantive revision) 
Needs Work  
(Writer responds incompletely, 
requiring extensive revision) 
Context Clear and engaging initial 
impression; the audience is well 
oriented from the outset: 
 
Adequate articulation of 
context; the initial impression is 
mostly engaging and the 
audience is mostly well 
oriented from the outset: 
Initial impression and 
orientation to the 
communication’s purpose is 
not fully adequate: 
 
Communication does not meet 
audience needs by not providing 
engagement and orientation at the 
outset: 
Introduction 
Position 
Audience 
An attractive, interesting, and 
inviting initial impression of 
visual and verbal integration. 
Engaging title, headings, captions. 
Consistent attitude toward the 
subject matter and audience.  
Visual-verbal approach to topic 
shows evidence of original 
thinking. Purpose for brochure or 
poster is clear and provides an 
answer to the audience’s “So 
what?” question. 
Initial impression of a mostly 
coordinated visual and verbal 
material generally able to 
develop reader interest. Title, 
captions, headings are obvious. 
Mostly consistent attitude 
toward subject matter and 
audience. Visual-verbal 
approach to topic is 
conventional. Purpose for 
brochure or poster is generally 
clear. 
Workable visual and verbal 
integration but unevenly 
implemented. At least one 
uncertainty about the visual 
focus. Some weak or missing 
titles, headings, captions. Stock 
wording and/or unimaginative 
visuals. Purpose for brochure 
or poster somewhat unclear 
and not readily apparent to 
audience, providing only a 
partial or uncertain answer to 
the “So what?” question. 
Inadequate consistency in visual 
and verbal integration (perhaps a 
mismatch or oversimplified visuals 
and/or text). Missing title, 
headings, and/or captions.  Much 
of the brochure or poster seems 
like visuals and text were 
randomly selected, with little plan 
for their co-existence in this 
communication. The focus and 
purpose of the communication are 
unclear. 
Substance Content (both visual and verbal) 
is well selected and developed; 
focus is clear and audience’s 
needs are accounted for: 
Content (both visual and 
verbal) is mostly well selected 
and developed to meet most of 
the audience’s needs in terms of 
focus and interest: 
 
Some content (either visual or 
verbal) is superfluous or not 
clearly connected to focus. 
Audience’s needs are not 
consistently accounted for: 
 
Focus of communication is unclear. 
Content (visual and verbal) is not 
focused enough to engage reader: 
 
Scope 
Depth 
Relevance 
Fairness 
Carefully selected and skillfully 
integrated visuals enrich and 
extend verbal content. Each 
section of the brochure or poster 
focuses on and develops a single 
topic or idea in an interesting and 
vivid way. Title, headings, 
captions are supported by visual-
verbal information that skillfully 
goes beyond factual description 
of the campus landscape, 
building, or art to an interesting 
depiction of its cultural or 
historical relevance to ISU. The 
ISU connection (mission, land-
grant status) is clearly conveyed. 
Visual and verbal representation 
Coordinated and developed 
visual and verbal content. 
Almost all sections of the 
brochure or poster focus on and 
develop a single topic, with at 
most one portion lacking some 
focus or development. Title, 
headings, captions are mostly 
supported by visual-verbal 
information that sufficiently 
depicts the campus landscape, 
building, or art and its cultural 
or historical relevance to ISU. 
The ISU connection (mission, 
land-grant status) is mostly 
clearly conveyed. Visual and 
verbal representation and 
Coordination and development 
of visual and verbal content 
break down in some places. A 
few sections of the brochure or 
poster lack focus on and 
development of a single topic. 
Title, headings, captions are 
inconsistently supported by 
visual-verbal information that 
describes the campus 
landscape, building, or art. 
Some trite or oversimplified 
visual or verbal content. 
Depiction of the subject’s 
cultural or historical relevance 
may be formulaic. The ISU 
connection (mission, land-
No obvious coordination or 
development of visual and verbal 
content. Inappropriate, uncertain, 
or missing focus on and 
development of a single topic in 
most main sections of the brochure 
or poster. Confusing or inadequate 
visual or verbal content for title, 
headings, captions.  The ISU 
connection (mission, land-grant 
status) is significantly lacking.  
Visual and verbal representation 
and attribution are 
inaccurate/missing. 
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and attribution within 
communication are fair and 
accurate in a form appropriate to 
the type (brochure or poster). 
attribution within 
communication are mostly fair 
and accurate and mostly 
appropriate to the type 
(brochure or poster). 
grant status) is not clearly 
conveyed.  Some serious 
breakdown in visual and 
verbal representation and 
attribution. 
Organization Organization is appropriate to 
topic and emphasis, with some 
originality; shows careful 
attention to audience needs: 
Organization is conventional, 
showing attention to audience 
needs: 
 
 
Organization of 
communication creates some 
diffuse emphasis and some 
difficulty as audience tries 
process visual-verbal 
communication: 
 
Organizational of communication 
is mostly not useful for topic or 
audience and impedes audience 
movement through the visual-
verbal communication  
Focus 
Structure: Spatial Layout 
relative to Type (Brochure 
or Poster) 
Relationship: Chunking, 
Directionality 
 
Spatial layout shows creative 
attention and audience 
awareness. Visual-verbal 
patterns provide sharp focus; 
they are innovative but 
appropriate for the campus 
landscape, building, or art and for 
the communication type 
(brochure or poster). Visual 
chunking of visual-verbal 
information in poster or 
brochure is logical for the 
subject, helpful to the topic, and 
occurs consistently throughout 
the brochure or poster. Clear and 
purposeful text-graphic 
directionality assists audience 
processing of information and 
enhances overall effect of 
brochure or poster. 
Spatial layout is entirely 
functional. Visual-verbal 
patterns are related to title and 
headings in a useful if 
predictable way, providing 
focus; they make sense for the 
campus landscape, building, or 
art and for the communication 
type (brochure or poster). 
Visual chunking of visual-verbal 
information in the brochure or 
poster is generally logical, 
helpful, and consistent 
throughout the communication. 
Text-graphic directionality is 
non-disruptive to audience 
processing of information and 
supports overall effect of 
brochure or poster. 
Spatial layout causes some 
disruption to audience 
processing of information. One 
or more visual-verbal patterns 
breaks down relative to the 
campus landscape, building, or 
art and/or communication’s 
type (brochure or poster), 
creating some breakdown in 
focus. Visual chunking of 
visual-verbal information in 
the brochure or poster is 
somewhat inconsistent. Text-
graphic directionality is 
functional with at least one 
instance of visual movements 
that end abruptly or 
awkwardly, interfering with 
overall effect of brochure or 
poster. 
Spatial layout interferes with 
audience processing. 
Inappropriate, uncertain, or 
missing focus. Visual chunking of 
information about the campus 
landscape, building, or art lacks an 
obvious plan in the brochure or 
poster. Neglected or non-standard 
text-graphic directionality. 
Brochure or poster produces no 
one dominant impression or effect.  
Style Style is particularly well suited 
for topic, communication form, 
and audience: 
Style is conventional and 
effective: 
  
Style interferes with 
effectiveness in some places: 
 
Style significantly detracts from 
effectiveness: 
Aesthetics 
Clarity 
Conventions 
 
Skillful use of color and 
typography relative to campus 
landscape, building, or art and to 
communication type (brochure 
or poster).  Visual-verbal 
communication is clear and 
maintains interest. Vivid, precise, 
concise wording; no correctness 
errors. 
Color and typography choices 
are functional. Visual-verbal 
communication about the 
campus landscape, building, or 
art is understandable and 
competent with mostly vivid, 
precise, concise wording; few 
correctness errors.  
At least one major flaw or 
distraction in color and/or 
typography choices. Visual-
verbal communication mostly 
understandable but lacks 
consistently effective wording; 
several correctness errors.  
Lack of attention to color and 
typography; choices suggest 
decoration and composer 
preference more than effectiveness 
and appropriateness for subject. 
Visual-verbal communication is 
confusing in places with ineffective 
word choice; lack of correctness is 
a distraction in brochure or poster 
Delivery Skillful accommodation of media 
and conventions; audience 
expectations and processing are 
carefully accounted for: 
Adequate accommodation of 
media and conventions; 
audience expectations and 
processing are mostly 
accounted for: 
Some problems with 
accommodation of media and 
conventions; audience 
expectations and processing 
requires some work: 
 
Delivery choices distract from 
communication and interfere with 
audience expectations and 
processing: 
Consistency Extremely user-friendly brochure Mostly user-friendly brochure User-friendliness of brochure Brochure or poster lacks user-
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Accessibility 
Accuracy 
 
 
or poster. Visuals are placed 
appropriately and correctly into 
text, with attention to size, 
spacing, margins, and proximity 
to related text.  Scrupulously 
responsible citation of sources 
(MLA citation style) in 
accompanying citation page. 
 
or poster. Visual placement is 
mostly appropriate and correct 
relative to size, spacing, 
margins, and proximity to 
related text. Functional and 
mostly accurate citation of 
sources (MLA citation style) in 
accompanying citation page. 
or poster breaks down in at 
least one place. Visual 
placement lacks some 
attention to size, spacing, 
margins, and/or proximity to 
related text. Failure to 
document some borrowed 
sources and/or some 
inaccurate citations (MLA 
style) in accompanying citation 
page. 
friendliness. Visual placement fails 
to attend to size, spacing, margins, 
and/or proximity to related text. 
Failure to document most sources 
and/or mostly inaccurate citations 
(MLA style) in accompanying 
citation page. 
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APPENDIX U. ENGLISH 150 ASSIGNMENT #6 PORTFOLIO 
Audience 
Your immediate audience for your portfolio is your instructor.  More importantly, however, 
analyzing the different parts of your portfolio is really for you—to reflect on your 
communication growth over the last few months more completely than you have in the small 
reflections you’ve done along the way.  As you finish English 150 and do this more in-depth 
self-assessment, you will 1) compose an overall reflection for your portfolio that introduces 
its contents and 2) explain in individual section reflections how the artifacts you’re including 
show your communication abilities. 
  
Portfolio contents 
Please submit the following either in two, 2-pocket folders or in electronic folders on a flash 
drive (do not email me your portfolio).  Note: On pages 4 and 5 of this assignment sheet, 
you’ll find a proposal for the parts of your portfolio that will allow you to plan your artifacts 
and ideas for reflection and to share those ideas with your instructor in a proposal 
conference to get feedback on your thinking: 
 
1. Table of contents and introductory reflection (Pocket 1) 
The purpose of this opening reflection is to think back over the semester and re-examine 
with new eyes the communication work you’ve done in English 150 in order to assess 
your growth as a communicator using the WOVE modes.  Write your overall reflection in 
the form of either an essay or a letter (addressed to your instructor), using the following 
questions as a guide to help you generate ideas.  (You don’t have to address all the 
questions and may add information not included in the questions.)   
 
Note: Whether you decide to structure your reflection as a letter or an essay, it should 
include an introduction, conclusion, and examples from your work. 
 
Communication habits/processes 
• How have your composing processes become more sophisticated since you began 
the course? 
• How do you go about generating initial ideas for pieces you’re composing, as well 
as the details and explanation needed to develop and support those ideas? 
• How do you accommodate different audiences when you communicate? How 
does audience consideration affect choice of communication mode(s)?  
• How do you draft and revise your compositions? 
• How do you use others (peers, instructor, friends, family, etc.) to assist you in 
making effective revisions? 
• How have you improved your editing process?  What are your typical problems 
with mechanics and what kind of progress have you made with these? 
• Which of your composing habits have remained the same during this semester and 
why?  Which have changed and why? 
 
 Communication development 
• What talents or strengths do you possess in the following areas?  
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• What talents or strengths do you possess in the following areas?   
o W—writing  (context, substance, organization, style, delivery) 
o O—oral (interviews, large group discussions, small group discussions, 
presentations, etc.) 
o V—visual (Place or Artifact analysis, brochure, etc.) 
o E—electronic (word processing, e-mail content, ethical use of the Internet 
and electronic images, etc.) 
• What new discoveries have you made in these areas? 
• In which area(s) do you wish you’d been able to do more? 
 
2. Revision of writing with reflection (Pocket 2) 
 
For this part of the portfolio, you will revise one of your earlier assignments (1-4).  As 
you think about which piece to revise, choose one that 1) allows you to focus on writing 
and 2) you can easily see ways of improving.   
 
Important: Revision here means more than editing; it means, “re-seeing” the subject.  
You should include additional material, delete parts that don’t work, reorganize the piece, 
refine your opening and closing, improve your title, etc.—in other words, you need to do 
a significant amount of rewriting. Importantly, envision and specify a likely audience 
for your piece and think about what you can do to facilitate their understanding of your 
communication. 
 
Planning and Drafting 
As you begin, look over earlier drafts of your chosen piece (and any accompanying 
process materials) as well as feedback you received (both from peers and instructor), 
asking yourself the following questions:   
• Which areas need the most improvement?  
• Where have I changed my mind about anything I wrote earlier, and how can I 
incorporate that changed thinking?   
• Where can I offer additional development or clarification?  
• What doesn’t seem to belong?   
• Can I see a better way to arrange the ideas in my new version? 
• What other issues do I need to address to make this piece more effective? 
 
Refer to Chapters 10 and 11, The Everyday Writer (EW) for advice on revision, focus, 
and development. The piece you submit here should clearly be more successful in 
achieving its purpose and reaching its intended audience than the earlier version.  
 
With your new-and-improved draft, include 1) the original graded copy of the piece 
with my comments, 2) any new process materials you generate during revision, and 3) a 
thorough, thoughtful reflection that gives information about the following aspects of your 
revision: 
• Describe additions made to the piece (written, text, visuals, source material, etc.).  
Highlight a couple examples of these additions and explain their benefit. 
• Describe portions you chose to delete. Explain the benefit of those deletions.  
• Explain what parts you decided required no changes.  Give a couple of examples 
of these and offer support for your decision. 
• If you reorganized or reformatted elements, explain how doing so benefits the 
piece. 
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3. -OVE piece(s) with reflection (Pocket 3) 
 
Include in this section of your portfolio, one or more examples of your work that highlight 
your best efforts in oral (e.g. small-group work, interviewing, individual presentations, 
group presentations), visual (e.g. brochure or other piece with image included), and 
electronic (e.g. e-mail correspondence, brochure, or other piece that relies heavily on the 
electronic) communication. 
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APPENDIX V. ENGLISH 150 ASSIGNMENT #6 RUBRIC 
ENGL 150 and 250 Portfolio Excellent  
Writer responds 
thoughtfully and creatively, 
requiring little or no 
revision 
Good  
Writer responds fully, 
requiring some revision 
Fair 
Writer responds mostly 
competently, requiring 
focused, substantive 
revision 
Needs Work  
Writer responds 
incompletely, requiring 
extensive revision 
Context Clear and engaging 
articulation of context and 
purpose; the audience is well 
oriented from the outset: 
 
Adequate articulation of 
context; the introduction is 
mostly engaging and the 
audience is mostly well 
oriented from the outset: 
Paper’s introduction is not 
engaging, and orientation for 
the audience is inadequate: 
Paper does not meet audience 
needs by not providing 
engagement and orientation at 
the outset: 
 
Introduction Introductory reflection 
engages the audience; its 
approach to portfolio’s 
introduction shows evidence 
of original thinking and 
attention to interesting details 
related to the portfolio’s 
purpose of summarizing the 
semester by examining 
individual pieces of work. 
Thesis is succinct and clear. 
Opening paragraph of each 
component #1-4) skillfully and 
specifically forecasts main 
points to be developed in each.  
Introduction uses adequate 
details to develop reader 
interest; approach to 
portfolio’s introduction is 
conventional. Thesis gives 
reader a 
general idea about the 
portfolio’s purpose. Opening 
paragraph of each component 
(#1-4) mentions main ideas 
that component will develop.  
Introduction may use some 
stock or cliché phrasing 
rather than interesting 
details. Thesis difficult to 
identify. Opening paragraph 
of each component (#1-4) is 
vague concerning the main 
ideas of each to be developed. 
Overall approach is more 
writer oriented than audience 
oriented.  
Introduction moves straight to 
content without providing 
context for the reader. 
Introductory reflection lacks 
thesis as do several other 
required components (#1-4). 
Overall approach is writer 
oriented; lacks audience 
considerations. 
Purpose After reading the introductory 
reflection, the portfolio’s 
direction, contents, and 
organization for writing are 
clear; a strategy for developing 
audience interest is compelling 
and the reader has a reason to 
read on. Approach to portfolio 
shows awareness of multiple 
purposes and audiences over 
time through selection of the 
artifacts and work samples. 
Purpose for writing is clear 
and provides a substantive 
answer to the reader’s “So 
what?” question. 
After reading the 
introductory reflection, the 
portfolio’s direction, contents, 
and organization   for writing 
are fairly clear, but a strategy 
for developing audience 
interest is less compelling, 
leaving reader searching for 
reason to read on. Most of the 
artifacts and work samples 
are related to the purpose of 
the portfolio. The reader’s “So 
what” question is partially 
answered. 
After reading the 
introductory reflection, the 
portfolio’s direction, contents, 
and organization are 
somewhat unclear, and 
reader interest has not been 
fully considered. Some of the 
artifacts and work samples 
are related to the purpose of 
the portfolio, but some lack of 
context creates difficulty in 
grasping their relevance. 
Portfolio may overall present 
like an accumulation of facts 
with no obvious purpose for 
their having been amassed. 
The “So what?” question is 
answered minimally. 
After reading the introductory 
reflection, the audience has an 
impression of randomness, 
generality, and 
disorganization, and audience 
considerations are absent. The 
artifacts and work samples do 
not explicitly relate to the 
purpose of the portfolio. The 
“So what?” question is not 
answered for reader.  
Substance Content is well selected and 
developed to accomplish the 
Content is mostly well 
selected and developed to 
Some content is superfluous 
or not clearly connected to 
Focus of portfolio is unclear. 
Content lacks focus and does 
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purpose of the portfolio; focus 
is clear and audience’s needs 
are accounted for: 
accomplish the purpose of the 
portfolio; meets most of the 
audience’s needs in terms of 
focus and interest: 
purpose of the portfolio. 
Audience’s needs are not 
consistently accounted for 
due to a lack of focus: 
not accomplish the portfolio’s 
purpose: 
 
Details All portfolio components (#1-
4) critique work insightfully. 
Ability to transfer learning 
from previous courses and 
experiences and to current and 
future communication 
contexts is strong. 
Most portfolio components 
(#1-4) critique work 
adequately. Ability to transfer 
learning from previous 
courses and experiences and 
to current and future 
communication contexts is 
generally good.  
Some portfolio components 
(#1-4) show uneven critique 
of work. Some paragraphs 
lack an identifiable single 
topic and details may be 
missing or not fit well in the 
paragraph in which they 
appear. Material may be trite 
and provide only surface 
treatment of what has been 
learned and how it may 
transfer to future 
communication contexts.  
Portfolio components (#1-4) 
do not adequately critique 
work or show insight about 
current and future learning.  
Relevance All portfolio components (#1-
4) clearly describe growth, 
accomplishments, and include 
goals for continued learning 
(long and short term).  
Paragraph topic sentences are 
supported by detailed, factual 
examples from his/her 
semester’s work and peer and 
instructor feedback. 
Most portfolio components 
(#1-4) describe growth, 
accomplishments, and goals. 
Paragraph topic sentences 
are mostly supported by 
factual sentences from 
his/her semester’s work and 
peer and instructor feedback, 
though some important detail 
may be missing. 
Portfolio components (#1-4) 
are uneven in their 
description of growth and 
goals. Several paragraph topic 
sentences are lack support 
and important detail is 
missing in several places. 
Portfolio components (#1-4) 
do not describe growth or 
include goals for continued 
learning.  Details are 
inadequate to support main 
ideas. 
 
 
 
Organization Organization of portfolio is 
skillful and clear, appropriate 
to portfolio contents and 
emphasis, and shows care and 
originality.  Audience 
processing and navigational 
needs are well accounted for. 
 
Organization of portfolio is 
conventional, mostly 
appropriate to portfolio 
contents and emphasis.  
Audience processing and 
navigational needs are 
generally accounted for. 
 
 
 
Organization of portfolio is 
uneven (inappropriate to 
portfolio contents and 
emphasis in some places). 
Organization may generally 
follow “steps” and questions 
in the assignment sheet, 
tends to be writer-oriented, 
creating diffuse emphasis and 
some processing and 
navigational difficulty for the 
audience. 
Organization neither follows 
the assignment sheet 
adequately nor is useful for the 
portfolio or audience 
Processing and navigation are 
impeded for all but the writer. 
  
Style Style is particularly well suited 
for topic and audience: 
Style is conventional: 
  
Style interferes with clarity in 
some places: 
Style significantly detracts 
from clarity: 
Sentence Level Writing is clear, fluid, and 
mature. Precise, vivid and 
appropriate word choice. 
Sentences varied. 
Subordination and 
coordination used effectively.  
 
Writing is understandable 
and competent with mostly 
precise and vivid word 
choice. Most sentence 
structures are varied, and 
subordination and 
coordination mostly used 
well. 
Writing is vague and 
disjointed. Some sentences 
are structurally varied with 
some vivid word choice. 
 
Writing is confusing with 
conventional word choice. 
Sentences are structured 
similarly and/or are simple 
sentences. 
Correctness 
 Conventions 
The writing is free of 
grammatical, spelling or 
The writing is largely free of 
grammatical, spelling or 
The writing includes some 
grammatical, spelling or 
Numerous sentence-level 
and/or word-level errors 
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punctuation errors.  The style 
of writing facilitates 
communication with the 
audience; no editing is 
required.  
punctuation errors.  The style 
of writing generally facilitates 
communication with the 
audience; minor editing is 
required.  
punctuation errors that 
distract the reader and 
requires some editing in 
several places.  
impede audience 
understanding. The style of 
writing does not facilitate 
effective communication and 
requires significant editing. 
Delivery Innovative accommodation of 
media and conventions; 
audience expectations and 
processing are carefully 
accounted for: 
Adequate accommodation of 
media and conventions; 
audience expectations and 
processing are mostly 
accounted for: 
Some problems with 
audience first impressions; 
inadequate proofreading 
interferes in places with 
audience processing: 
Delivery choices distract from 
portfolio and interfere with 
audience expectations and 
processing: 
Document  
Formatting 
Contents are consistently 
double-spaced (unless the 
opening piece is a letter) and 
successfully adhere to MLA 
citation styles. There are no 
additional spaces between 
paragraphs. Visuals are placed 
appropriately and correctly 
into text, with attention to size, 
spacing, and margins. 
Introductory piece takes the 
form of either an essay or a 
letter and engages the 
audience in a way that 
acknowledges the genre 
choice. Individual portfolio 
components (#1-4) are well 
organized and the portfolio 
overall is attractively 
presented. 
Contents are mostly double-
spaced (unless the opening 
piece is a letter) and mostly 
follows MLA style.  No extra 
spaces between paragraphs. 
Visual placement is mostly 
correct. Page numbers may 
be missing. Introductory 
piece takes the form of either 
an essay or a letter but 
engagement with the reader 
does not entirely account for 
that genre choice.  Individual 
portfolio components (#1-4) 
are generally well organized 
and the portfolio overall is 
reasonably attractively 
presented. 
The formatting often 
decreases the audience’s 
accessibility to the contents. 
Contents deviate from 
consistent double-spacing 
(and the opening piece, if a 
letter, is not single-spaced).  
MLA style is not followed 
consistently. Visual 
placement lacks attention to 
size, spacing, and/or margins. 
Page numbers are missing, 
and some extra spaces may 
occur between paragraphs.  
Individual portfolio 
components (#1-4) are 
unevenly organized and the 
portfolio’s overall appearance 
is acceptable.  
The formatting interferes with 
the audience’s ability to 
process the portfolio’s 
contents. Portfolio does not 
follow recognizable MLA 
formatting conventions. 
Visuals and page numbers are 
missing, and extra spaces 
routinely occur between 
paragraphs.  Individual 
portfolio components (#1-4) 
lack attention to organization 
and appearance as does the 
portfolio overall. 
Proper  
Style Conventions 
In-text citations follow correct 
MLA style, and Works Cited 
page is formatted correctly. 
Visuals include title and/or 
captions. 
Some minor problems with 
MLA in-text citation, and 
Works Cited is mostly 
formatted correctly with one 
or two minor errors. One 
visual may be missing a title 
and/or a caption. 
Evidence of attempt to cite 
sources, but in-text citations 
and/or Works Cited page are 
not correct. Most visuals cited 
with inaccurate, improperly 
formatted citations. 
Few to no in-text citations 
used. No Works Cited or 
bibliography.  No visuals 
included in portfolio or visuals 
created by others are not cited 
with accurate, properly 
formatted citations. 
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